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ABSTRACT 
In recent decades, children’s rights and the rights of learners with special education needs 
(SEN) have come to the fore. This topic has been discussed extensively within the framework 
of inclusive education and how it is being implemented in supporting learners with SEN. 
Current South African educational policy emphasises inclusion, with particular reference to the 
context of mainstream schools. The key role-players responsible for providing screening and 
support processes for learners with SENs include teachers, parents, community members, the 
school-based support team (SBST), the district-based support team (DBST) and Department of 
Education. The purpose of this qualitative study was to investigate the screening and support 
processes that are being used for learners with neurodevelopmental learning needs (NDLN) in 
a mainstream primary school. The SBST holds a central role in screening and supporting 
learners with neurodevelopmental learning needs. Therefore,  this research explored the 
experiences  of two female members of the SBST at a mainstream primary school. Data was 
collected through the use of one focus group interview with the two participants. Findings of 
this study showed that  despite inclusive policies on support processes for learners with 
NDLNs, such as SIAS, this mainstream school has had to work outside of the SIAS process by 
using their own resources to screen and support learners with NDLNs. The SBST was limited 
in the implementation of support processes. These challenges take the form of funding issues, 
poor teacher training and parent knowledge.  
 
Keywords: Educational policy, inclusive education, mainstream primary school, 
neurodevelopmental learning needs, school-based support team, special educational needs   
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CHAPTER ONE: INTRODUCTION 
1.1 OVERVIEW OF THE TOPIC 
In the past two decades, with the development of a democratic society, South Africa’s 
education system has undergone vast changes (Gaffney, 2016). These changes have been 
accompanied by the development of strategies, principles and policies that aim to make 
education and training increasingly accessible and inclusive for all South Africans (Gaffney, 
2016). In South Africa, inclusive education was introduced by the Education White Paper 6 
(EWP6) (2001), which is founded on the idea that all education must occur within a supportive, 
inclusive framework policy (Department of Education, 2001). To guarantee effective 
implementation, schools all over South Africa were required to adopt and carry out strategies 
towards an inclusive education and training system (DoE, 2001).  
In order to accommodate South Africa’s specific educational and social context, it is imperative 
that mainstream schools embrace inclusive strategies to accommodate the educational needs of 
diverse learners (Gaffney, 2016). For example, approriate learning support strategies should be 
used to assist learners who are faced with barriers to learning. These include: “language and 
cultural differences; poverty; difficulties with spoken and/or written language; spelling, 
reading and writing difficulties; physical disabilities and/or intellectual disabilities” (Gaffney, 
2016, p.1). Given that typical mainstream classes contain a diverse group of learners with 
various needs, a significant first step in determining whether a learner requires access to special 
educational services is the process known as screening (Lindsay, 2018).  Screening becomes 
an important part of providing support to a learner with special educational needs (SENs). 
Screening includes the collection of all the necessary data regarding the learner, to identify and 
provide the appropriate support (Lindsay, 2018). This information can be gathered through the 
use of interviews, observations, previous reports and consultations with all relevant 
stakeholders involved in that learner’s academic environment (Lindsay, 2018). 
In accordance with the EWP6, enabling mechanisms should be created within the educational 
system to address the SENs of each learner in every regard (DoE, 2001). These include 
adaptations to curricula, and providing support to learners  and the whole school system 
(Gaffney, 2016). These strategies should include collaboration with all stakeholders, to meet 
the SENs of learners within a supportive and inclusive learning environment.  
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As highlighted in the EWP6, three levels of support are required for learners who have SENs 
(DoE, 2001). The school-based support team (SBST) (principals, teachers, parents, community 
members) is responsible for employing the first level of support. The SBST is responsible for 
identifying and supporting learners in the school through inclusive classroom management 
strategies and resourcing decisions (DoE, 2009; Engelbrecht & Green, 2011). The second level 
of support is provided by the district-based support team (DBST), who are required to 
incorporate all respective support providers into the SBST, while facilitating the use of 
resources in the community, to address local needs (Gaffney, 2016). These community 
resources can include financial assistance organisations, educational organisations, healthcare 
organisations and/or religious and cultural organisations. The third level of support is provided 
by the provincial and national departments of education, such as the DBST, who are required 
to gain a greater understanding of the difficulties that are experienced when addressing learners 
with SENs, while taking action to promote efficient learning and training in general (DoE, 
2001). At the national and provisional level of support, assistance moves beyond learner 
support, to include assessment and curriculum support for the teacher and management of 
support for heads of departments and principals of mainstream schools.  
Regarding the three levels of support, and in accordance with EWP6, an inclusive training and 
education system needs to adopt a greater range of screening and support processes that could 
cover all the needs of learners (DoE, 2001). As a means of strengthening the EWP6 with regard 
to enhancing learning support, additional guidelines and policies have been introduced. These 
include the National Strategy for Screening, Identification, Assessment and Support (SIAS) 
(Department of Basic Education, 2008a, 2014), comprehensive guidelines for inclusive 
teaching and learning, as well concession guidelines (DBE, 2010). In addition to these 
guidelines and policies, the DoE (2001) promotes the introduction of school structures such as 
a SBST and a school assessment team. The idea is that these school structures would be able 
to enhance skills and knowledge amongst educators when supporting learners with SENs, and 
ensure that these educators are effectively trained in implementing processes like SIAS to 
effectively screen and support learners with SENs (DoE, 2001). 
The inclusion of learners with SENs, through the implementation of effective screening and 
support processes in mainstream schools, is thus a relevant topic to explore. The central 
problem lies in the need to gain a greater understanding of the screening and support processes 
that are being used for learners with neurodevelopmental learning needs (NDLNs) in this 
mainstream primary school as a means of embracing inclusion. For the purpose of this study, 
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insight into this topic will be gained by exploring the perspectives of two members of a SBST, 
at a participating mainstream primary school, based on their experience with the screening and 
support processes that are used to support learners with NDLNs. A semi-structured focus group 
interview will be used for this purpose.  
1.2 CONTEXT OF THE STUDY  
This research study is a part of a larger study, currently in process at the University of 
Johannesburg. It is being conducted under the TESNE: Teacher Education for Special Needs 
Education Project. The general purpose of this study, within the TESNE research project, is to 
investigate and describe how principals, SBSTs, and teachers in mainstream schools monitor 
and implement the SIAS strategy to determine the appropriate support and/or placement of 
learners with NDLNs.  
Neurodevelopmental learning needs form due to a group of conditions that are characterised 
by impairments in the development and growth of an individual’s brain, and which occur 
during the developmental period (American Psychiatric Association, 2013). NDLNs are 
explored throughout the American Psychiatric Association’s Diagnostic and Statistical Manual 
of Mental Learning needs (APA, 2013). The developmental deficits that characterise NDLNs 
are found within the academic, personal, occupational and social functioning of an individual 
(APA, 2013). These developmental domains can range widely from very specific limitations 
in learning or communicative skills to universal impairments of social interaction or intellectual 
function (Ahn, 2016). Definitions, types and causes of NDLNs are further discussed in the 
literature review.  
In South Africa, the SIAS policy provides support for teachers,who in turn support learners 
with SENs, such as NDLNs (DBE, 2014). SIAS aims to identify, screen and support learners 
with neurodevelopmental difficulties.  However, it is clear that SIAS attempts to provide a 
more inclusive and participatory school environment for all types of learners (DBE, 2014). The 
SIAS policy provides a means to adopt the notions of EWP6 on special needs education. The 
SIAS provides official forms for teachers, the SBST, and the DBST, to use in their process of 
screening, identifying and assessing students who experience some form of barrier to learning. 
The aim is to further assist them through intervention and support (DBE, 2014). The SIAS 
policy further outlines the roles to be taken on by the district, the school and its internal systems 
for planning and providing support (DBE, 2014).  
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Many schools experience challenges in using and implementing the SIAS policy, despite 
training sessions offered by the Gauteng Department of Education (GDE). It would be valuable 
to determine the challenges encountered when implementing SIAS as a means of screening for 
and supporting learners with SENs. This study made it possible for the researcher to discover 
the alternative screening and support practices that this primary school might employ to 
effectively support learners with NDLNs. This research explored this mainstream primary 
school’s procedures in screening and supporting learners with NDLNs. I explored the 
experiences that members of the SBST have had with the implementation of their own 
strategies as opposed to the SIAS processes.  
1.3 RESEARCH RATIONALE  
The EWP6 (DoE, 2001) states that every individual has the basic right to a quality education. 
To achieve this, “responsibility has been placed on the educator to implement primary 
interventions that ensure inclusive education for all learners” (DoE, 2001, p.21). Alongside 
this, the entire school system is required to create an operational support structure that assists 
all learners (DoE, 2001). This requires collaboration amongst all role-players, including the 
SBST. The SBST facilitates the teaching and learning process through the identification and 
provision of educator and learner support services which are determined by the educators, 
learners and institution’s needs (Engelbrecht & Green, 2011). In doing this, SBSTs promote 
the empowerment of educators when they have to address difficulties and provide support 
structures to assist in the continuous functioning of schools (Engelbrecht & Green, 2011).  
However, it is significant to note that it has been almost two decades since the EWP6 (DoE, 
2001) was introduced as a means of inclusion, but has not yet been fully implemented. 
Educators and school systems have met with challenges to implementing an inclusive 
education system. Although the SBST’s central function is to strengthen educational support 
services by ensuring that teacher and learner support is effectively provided, and the DBST’s 
primary function is to allocate a variety of educational support services to the SBST, numerous 
schools are still faced with various barriers to these functions (DoE, 2001; Engelbrecht, Green, 
Naicker & Engelbrecht, 1999). This is due to a lack of awareness regarding NDLNs, as well as 
how these can be identified and managed (WHO, 2017). Additional factors include a lack of 
trained professionals, shortage of appropriate data and a lack of intervention by the SBST as 
well as financial restraints, which reduce the amount of support the learner can have access to 
(WHO, 2017). 
 SCREENING AND SUPPORT OF LEARNERS WITH NDLNs  
5 
 
Therefore, it is imperative to strengthen and support SBSTs that play a fundamental role in the 
effective implementation of the EWP6. Within the inclusive education framework, the SBSTs 
and the DBSTs offer a primary means of support to learners with SENs (DoE, 2001). By 
gaining a greater understanding of SBSTs’ experiences, greater insight could be gained into 
the functioning of these teams and the screening and support structures that are used to address 
support for learners with NDLNs (Gaffney, 2016). This need indicates the relevance of this 
study. It is clear that the topic of inclusive education has been comprehensively researched. By 
exploring the experiences of this SBST in a mainstream primary school, together with their 
role in the support that is provided to learners with SENs, one could gain a greater 
understanding of how best to support learners in this school in the most cost-effective manner 
possible. It is thus crucial to determine what screening and support processes have been put in 
place in this mainstream primary school to afford learners the opportunity to arrive at their full 
learning potential.  
1.4 RESEARCH QUESTIONS 
The following research question guided this study: 
How are learners with special educational needs screened and supported at a primary school 
in Gauteng? 
The following sub-questions were used to guide this study: 
1. What are the screening and support processes that are being used for learners with 
neurodevelopmental learning needs in a primary school? 
2. How effective does the school-based support team perceive the identification and 
support to be that is offered? 
3. What challenges does the school-based support team experience with the process of 
identifying and supporting learners with neurodevelopmental learning needs?. 
4.  What are the support outcomes of the processes that are used for identifying and 
supporting learners with neurodevelopmental learning needs?  
1.5 RESEARCH METHODOLOGY  
The research methodology that informed this research is  qualitative  and phenomenological to 
explore the lived experiences of the participants from their perspective (Creswell, 2001). This 
was achieved by conducting a semi-structured focus group interview with two members of the 
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participating SBST.. By focusing on the lived experiences of two SBST members in a South 
African mainstream primary school, greater understanding was gained with respect to the 
reality of inclusion and learning support within this school. A purposive sampling strategy was 
used for this study since the researcher need to gain insight from members of a SBST who 
worked within a mainstream primary school, and had had experience with the screening and 
support processes that are used for learners with NDLNs. The participants in this research were 
two female members of the SBST at a mainstream primary school in Johannesburg, South 
Africa. Data was collected for this researchin one focus group interview, using  a semi-
structured interview schedule. Thematic Content Analysis (TCA) was used to analyse the data 
collected. According to Braun and Clark (2006), TCA allows data to be described and 
minimally organised in rich detail. Trustworthiness involves ensuring that the research study 
findings that arise from data analysis are credible, transferable, dependable and confirmable. 
1.6 RESEARCH AIMS AND OBJECTIVES 
The primary aim of this current research study is to explore  the screening and support processes 
for learners with NDLN in a participating mainstream primary school. More specifically, this 
study aims to:  
 Investigate the experiences of the SBST with regard to screening and supporting 
learners with NDLNs.Investigate the teachers’ experiences and perceptions with the 
use of the SIAS processes in identifying and supporting learners with SENs in a 
mainstream primary school. Examine what existing supportive relationships can be 
found within this school. Examine what support strategies and resources the SBST have 
in place within their school.Identify what additional support the SBST works with 
and/or needs.Identify which areas of support within this mainstream primary school 
face challenges and how they may be strengthened.  
This research could  contribute by providing information on screening and support processes 
and support structures that would allow learners with NDLNs to function optimally in this 
mainstream school setting.  
1.7 OVERVIEW OF FINDINGS  
Findings of this study showed that although  there are inclusive policies on support processes 
for learners with NDLNs, such as SIAS, this mainstream school has had to work outside of the 
SIAS process by using their own resources to screen and support learners with NDLNs. The 
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SBST has experienced challenges and limitations in the use and implementation of support 
processes. These challenges take the form of funding issues, together with poor teacher training 
and parent knowledge. This will be discussed further in chapters three and four.  
1.8 A SYNOPSIS OF THE RESEARCH REPORT  
Chapter 1 introduces the research topic of inclusive education, and screening and support 
provided to learners with NDLNs within a mainstream primary school. The chapter includes 
the research questions,  the method and design, sampling, data collection and data analysis.   
Chapter 2 critically reviewed relevant literature concerning inclusive education and national 
and international policies.Vygotsky’s socio-cultural theory underpinned this study, pertaining 
to screening and supporting learners with SENs  
In chapter 3, the chosen research approach,  design and methods were justified in relation to 
the research question, aims and objectives. This chapter further explored the context and 
paradigm, research sample, data collection and data analysis The chapter  concluded with a 
discussion of trustworthiness and ethical onsiderations.  
Chapter 4 presents the findings from a focus group interview that was conducted for the 
purpose of the study. The data was then analysed using thematic content analysis, and presented 
in relation to four main themes that emerged.These were further categorised into various sub-
themes. In order to support the data, verbatim quotations from the participants were used. 
 Chapter 5 discusses and interprets the findings. The themes  and sub-themes that emerged 
from the analysis related to the research question and the literature.  
In chapter 6, the practical and theoretical implications of the research findings, as well as 
recommendations emerging from the study, are discussed. The researcher discusses the 
limitations of the study, and makes suggestions for future research.  
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CHAPTER TWO: LITERATURE REVIEW 
2.1 INTRODUCTION 
In this chapter I critically review  literature relating to learners with special educational needs, 
with specific focus on inclusion within a mainstream educational environment. The chapter 
explored the historical context of inclusion, by looking at the way in which national and 
international policies and legislations accommodated children with SENs in a mainstream 
setting. This chapter examines the term SENs within the framework of inclusion in the 
mainstream education system for learners with neurodevelopmental learning needs. 
Vygotsky’s Social Cultural theory (SCT) underpins this study. More specific to the context of 
this research, definitions of the term NDLN and its aetiology were reviewed. Furthermore, the 
literature highlighted issues and concerns of parents who have children with NDLNs, and for 
mainstream teachers who are required to teach within inclusive settings. In adiditon, learning 
support processes that are available for learners with NDLNs were evaluated. Finally, this 
chapter focused on the challenges that exist when attempting to achieve and implement 
inclusive education for every learner. 
2.2 HISTORICAL CONTEXT OF INCLUSION IN EDUCATION  
Historically, students with learning problems were isolated from mainstream educational 
settings as a result of their inabilities (Minou, 2011). According to Ferguson (2014, p.19), “This 
segregation of children within education was considered the most appropriate and effective 
option for meeting the needs of a minority of children deemed incapable of benefiting from 
ordinary methods of instruction”. This exclusion was also used as a means of safeguarding the 
education of learners without SENs (Ferguson, 2014). The 1960s and 1970s saw a rise in 
censure, from disability and parental advocacy groups, against the marginalised and 
exclusionary nature of education for learners presenting with SENs (Michailakis & Reich, 
2009). Many individuals bellieved that segregation of learners in mainstream education 
exaggerated and reinforced invisibility and isolation of learners with SENs (McDonnel, 2002). 
The National Council for Special Education (NCSE) (2010) captures how changes around 
societal beliefs on disability were brought about when new legislations were implemented as a 
means of reforming the education system. Inclusion was thus adopted as an appropriate 
framework that would restructure education during the course of the 20th century (Thomas, 
Walker, & Webb, 1998). 
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Previously, the medical model was applied to learners who experienced barriers to learning 
and was often used to support segregated special education (Ferguson, 2014). The medical 
model views disability as individual deficits within the child, who is considered to be incapable 
of fulfilling duties and social roles in life, as opposed to the concept that problems are created 
by unequal social structures (Barnes & Mercer, 2006).  Furthermore, the medical model was 
adopted and used to diagnose learners, treat them and further place them in a specialised school 
(Swart & Pettipher, 2011). This reinforced segregation and labelling of learners, who were 
placed in specialised environments and followed a specialised curriculum. Therefore, 
specialised staff and experts were placed in these environments, as a means to ‘fix’ these 
learners (Swart and Pettipher, 2011).  
With the rise of inclusion as a relevant framework to restructure education, there has been a 
shift towards a social model of disability and understanding barriers to learning (NCSE, 2010). 
This offers a more holistic understanding of the child and the systems in which he/she exists 
and how these affect development and learning (Shakespeare, 2006). This type of model shifts 
focus from physical limitations or medical conditions of a child to the impact of restrictions in 
social and physical settings on particular groups of children (Shakespeare, 2006). As 
highlighted by Akhmetova, Chelnokova, and Morozova (2017), transformation in the 
education and training of children with a physical or mental disability has been informed by 
researchers such as Behterova and Blonsky (1997), Kashchenko (1994), Rossolimo (1914), 
Troshin (2008), and Vygotsky (1993), amongst others. These frameworks provide a foundation 
for the organisation, creation, and execution of successive models of inclusion (Akhmetova et 
al., 2017). In this way, disabling environments and attitudinal and physical barriers are now 
being considered when looking at the development of SENs and how they affect a learner’s 
ability to participate fully in their environment (Barnes & Mercer, 2006).  
However, it is important to remember that the medical model  has not been completely 
discarded as medical interventions need to be considered when assessing and supporting 
learners with SENs (Nel, Nel, & Hugo, 2013). Diagnosis can be used as a means of identifying 
what a learner with SEN may experience and thus provide guidance on the most appropriate 
intervention and support strategies to support that learner (Desforges & Lindsay, 2010).  
Diagnosis is necessary as some SENs are easy to identify, while others are recognised only 
once the learner has experienced considerable frustration, difficulty and emotional or social 
problems (Barnes & Mercer, 2006). Thus, formally diagnosing SENs prevents misinformation 
being provided to parents by teachers or other school members.  Early diagnosis can be helpful 
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in indicating  how to meet the SEN of the learner  and  provide necessary information and 
support to parents as early as possible (Desforges & Lindsay, 2010).  
Changes in the legislation underpinning policy provision accompanied this shift in thinking. 
The United Nations Convention on the Rights of the Child (UNCRC) (1989) declares that 
regardless of SENs, all learners have the right to an effective and inclusive education. The 
UNCRC (1989) further states that it is the obligation of the government to create an education 
system that is adaptable and available to all learners. From a rights-based perspective, the 
UNCRC continues to ensure that there are equal education opportunities for all learners with 
SENs, through the promotion of inclusive education policies, practices and programmes 
(UNESCO, 2014).  International law came to accept and support a “learner’s human right to 
inclusive education with the creation and execution of the United Nations Convention on 
Rights of Persons with Disabilities (UNCRPD)” in 2006 (Gordon, 2013, p.760). The UNCRPD 
(2006) emphasised that children with SENs have a right to non-discriminatory learning that is 
equivalent to that of mainstream learners. This can be done by accommodating their SENs, so 
to ensure that they are not being excluded from mainstream education (UNCRPD, 2006). Thus, 
as specified by the NCSE (2010), full inclusion of children with SENs can be achieved once 
individualised support is provided as a means of maximising social, emotional and academic 
progress.  
 2.3 INTERNATIONAL LEGISLATION AND POLICY ON INCLUSION IN 
EDUCATION  
According to the World Declaration on Education for All (1990), basic education should focus 
on the acquisition of learning and outcomes. Therefore, it moves away from focusing 
exclusively on participation in organised programmes, completion of certification requirements 
and enrolments (Murungi, 2015). Basic and inclusive education have developed as a universal 
movement that ultimately opposes and challenges exclusionary practices (Stofile, 2008). There 
are several international policies that have come to influence the development and 
advancement of the education system with regard to supporting learners with SENs. This has 
emphasised the role of inclusive education. Among the several existing policies, reports and 
statements that influence inclusive and basic education, the following two inform the context 
of this research.  
The first report is known as the Warnock Report. The 1978 Warnock Report was used in 
England, Scotland and Wales as an educational provision to address learners with physical or 
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mental SENs (Warnock, 1978). This report is founded on three central principles, namely, that 
all learners with SENs should be supported in mainstream schools, that the learner’s potential 
and abilities are viewed in a positive manner, and that SENs should not only focus on learners 
who attend special schools, but also those who present with transitory or continuous learning 
difficulties (Warnock, 1978). This report focuses on the specific ways that the curriculum can 
be assessed, adapted and made available to learners with SENs (Garner, 2009).  
The second statement is UNESCO’s (1994) Salamanca Statement on Principles, Policy and 
Practice in SENs. This international document is highly significant in the field of special needs.  
According to UNESCO (2014), the key principles that inform the statements agenda is that 
ordinary schools need to accommodate each and every child, irrespective of their intellectual, 
emotional, physical, social and verbal problems. UNESCO further states that “every 
educational policy should necessitate that children with disabilities attend the schools in their 
neighbourhood that would be attended if they did not have the disability” (Murungi, 2015, 
p.3171). This statement is informed by the need for inclusion, in that it recognises the 
significance of educational settings that address the needs of every learner (UNESCO, 1994). 
These include embracing differences, responding to specific needs, and supporting learning. 
The Salamanca Statement provides an overall educational agenda that strives towards 
implementing education for all learners in a way that makes all schools more educationally 
effective (UNESCO, 1994).  
2.4 SOUTH AFRICAN LEGISLATION AND POLICY ON INCLUSION IN 
EDUCATION 
There is an ongoing endeavour in South Africa’s education system to transform legislation and 
policy on inclusion in education in several respects (Dalton, Mckenzie, & Kahonde, 2012). 
There was a fundamental restoration of government legislation which moved away from an 
apartheid agenda and moved towards the provision of equal educational services to every South 
African, with the rise of democracy in South Africa in 1994 (Dalton et al., 2012). These services 
include curriculum adaptation, inclusive support strategies, and professional support, to name 
a few. The Constitution of the Republic of South Africa, Act 108 of 1996 (Republic of South 
Africa, 1996) offers a means of providing effective education for every learner with SENs as a 
way of embracing an inclusive education system. One way in which this endeavour is supported 
is through the South African Schools Act (SASA), Act 84 of 1996. SASA asserts that every 
public mainstream school must accept every type of student and meet their educational needs 
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in an equitable and fair manner (Republic of South Africa, 1996). The principal and head of 
department of a school determine the placement of a student with SENs and must therefore 
consider the rights and requests of the parents of this student (DoE, 1996).   
The legislative framework policy for an inclusive education system in South Africa is 
demonstrated in the Education White Paper 6: Special Needs Education: Building an Inclusive 
Education and Training System (DoE, 2001). The endeavour of the EWP6 is broad in nature 
as it  aims to meet the vast number of needs exhibited by learners with SENs (DoE, 2001). 
Furthermore, in this framework policy, it is asserted that for inclusion to be achieved within 
the education system in South Africa, there has to be a conceptual shift regarding the support 
services that are provided to learners with SENs (DoE, 2001). This framework was developed 
“in response to the post-apartheid state of special needs and support services in education and 
training” (DoE, 2001, p. 27). The objective of the EWP6 was to expand on all existing policies, 
programmes, frameworks and foundations in training and education for training and education 
to accommodate diverse learners and their educational needs (DoE, 2009). Thus, this 
framework policy outlines the transformation of educational and training systems, in order to 
encompass a humane and caring society (DoE, 2009). Furthermore, it discusses the changes 
that need to take place, to ensure that the diversity of learners and their full range of educational 
needs are being met (DoE, 2009).  
Based on the inclusive framework policy of the EWP6, The DBE (2001) developed a strategy  
to guide the successful implementation of a policy that embraces inclusive education. This 
strategy refers to the National Strategy on Screening, Identification, Assessment and Support 
(SIAS) (DoE, 2008a). According to Dalton et al. (2012,  p. 13), this strategy is achieved by 
“defining the process of identification, assessment, and enrolment of learners, and it curbs the 
unnecessary placement of learners in special schools”. The purpose of the national SIAS policy 
is to “provide a framework for the standardisation of screening, identifying and assessing 
learners who require additional support in order to enhance their participation in a school” 
(DoE, 2014, p. 1). The aim of the SIAS policy is to ensure that learners who exhibit barriers to 
learning or have SENs are afforded the opportunity to access quality education (DBE, 2014). 
It aims to do this by managing and supporting learning and teaching processes for these learners 
within the context of the National Curriculum Statement for grades R to 12 (DBE, 2008a).  
The SIAS process begins when the teacher completes a Support Needs Assessment form 1 
(SNA 1) (DBE, 2014). In this form, teachers are required to capture particular information of 
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the learner with SENs.  This  includes areas of concern regarding the learner; an account of the 
learner’s strengths and their needs; and an individual support plan (ISP) that is specific to the 
learner (DBE, 2014). This is accompanied by information regarding the collaborative efforts 
of the SBST when identifying and supporting learners with SENs (DBE, 2014). 
The SIAS also explores the responsibilities of various role players (educators, DBST, SBST, 
parents, all types of schools and communities) in supporting a learner’s education (DoE, 
2008a). Inclusion not only involves educators and learners within the classroom, but must 
alsoinvolve the systemic educational structure (Bornman and Rose, 2010). Therefore, practical 
guidance is provided to school managers and teachers through The Guidelines for Responding 
to Learner Diversity in the Classroom through Curriculum and Assessment Policy Statements 
(DoE, 2008a). There have been amendments to this document to include curriculum changes 
to the Curriculum and Assessment Policy Statement’s (CAPS) previous curriculum guidelines 
(DoE, 2008a). These amendments were made in order to equip diverse learners with the 
sufficient skills, values, and knowledge that they need in order to achieve self-fulfilment and 
meaningful engagement in society, as well as to ensure that learners with SENs have improved 
access to quality education (DBE, 2009a).  
2.5 DEFINING DISABILITY AND SPECIAL EDUCATION NEEDS (SEN) 
The National Disability Authority (NDA) (2011) states that the terminology and language 
around the term disability has changed over time. A person who might have been described as 
‘handicapped’ or ‘crippled’ is now referred to as a person with a disability. Other outdated 
terms such as ‘psycho’, ‘mad’, or ‘mentally handicapped’ are now being replaced with 
‘intellectual disability’ or ‘mental health disabilities’ (NDA, 2011).  
Moreover, according to the Citizens Information Board (CIB) (2012), the term special 
educational needs refers to special educational provisions that are developed in order to 
accommodate individuals who require additional assistance. Children that have SENs have 
additional services to help them in the mainstream school system, in comparison to their other 
peers (CIB, 2012). In Ireland, the Education for Persons with Special Needs Act (ESPEN) 
(2004) refers to SENs as “the restriction of an individual’s capacity to participate in and benefit 
from education due to ongoing sensory, physical, mental and learning disabilities” (Ferguson, 
2014, p. 25).  However, in Britain and other countries, the term SENs is used to decide if a 
child qualifies for special educational services (Fredrickson & Cline, 2002). From a South 
African perspective, the National Commission of Special Needs in Education and Training 
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(NCSNET) maintains that effective learning for every learner is encouraged when barriers to 
learning are eradicated through a system which responds to the special needs of learners 
(NCSNET, 1997). Stakes and Hornby (2000) identify a growing emphasis on eight different 
forms of SENs. These include “specific learning difficulties, visual difficulties, hearing 
difficulties, medical conditions, physical difficulties, emotional and behavioural difficulties, as 
well as speech and language difficulties” (Stakes & Hornby, 2000, p. 17).  
2.6 NEURODEVELOPMENTAL LEARNING NEEDS (NDLNs) 
For the purpose of this study, neurodevelopmental learning needs are considered to be a form 
of a SEN. NDLNs are characterised as cognitively related learning needs that present 
themselves in early childhood and are genetically caused (Frith, 2008). In NDLNs, children 
tend to display developmental delays in social, sensory, and motor processes and often miss 
important developmental milestones (Goldstein & Reynolds, 2010).  Furthermore, NDLNs 
involve impairments to the brain and central nervous system (Frith, 2008). This has a 
significant influence on a child’s learning and cognitive capabilities, and social and emotional 
functioning over their developmental lifespan (Goldstein & Reynolds, 2010).  
2.6.1 Causes of NDLNs 
According to Goldstein and Reynolds (2010), NDLNs are caused by impairments that occur 
during early childhood. These impairments occur in the nervous system and they lead to or 
cause dysfunction at sensory, neuronal or behavioural level (Bishop & Rutter, 2008). There are 
several other causes of the development of neurodevelopmental disorders. These include 
physical trauma, infectious diseases and bacterial infections, genetic influences, exposure to 
toxins, wrongful medication, nutritional deficiencies, and even severe emotional deprivation 
(Vargo, 2015). NDLNs are believed to have a combination of biological, psychosocial, genetic 
and environmental risk factors (Vargo, 2015). However, the central consideration is the stage 
of development where a physical or cognitive variable occurred (Goldstein & Reynolds, 2010). 
2.6.2 Types of NDLNs 
There are many learning needs that are being recognised presently and fall within the realm of 
NDLNs. These include specific learning disorders, communication and language disorders, 
autism spectrum disorder (ASD), attention deficit/hyperactivity disorder (ADHD), nonverbal 
learning disability, motor learning needs, and developmental coordination disorders (APA, 
2013).  
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Specific learning disorders refer to the inability of an individual to process and perceive 
information (Vargo, 2015). These academic discrepancies affect the learner’s ability in areas 
of reading, written language and mathematics, resulting in academic delays and difficulties 
(America Psychiatric Association, 2013). Moreover, communication and language disorders 
include cognitive discrepancies in language function and cognition (Vargo, 2015). There are 
four distinctive characteristics of communication and language disorders. These include a 
developmental delay in the quality of language that is learned, deficits in grammar 
understanding and use, delayed social communication skills, and deficient nonverbal 
communication skills (Vargo, 2015). These symptoms will have a significant influence on the 
learner’s functioning.  
The most common NDLNs found in mainstream schools are autism spectrum disorders (ASD) 
and attention deficit/hyperactivity disorders (ADHD) (Blackburn et al., 2012). Different 
NDLDs have different characteristics. Autism is characterised by difficulty in communication 
and language skills, using language and abstract thoughts and in forming relationships with 
people (Landrigan, 2010). Assessment and diagnosis of autism are generally conducted by a 
multidisciplinary team that comprises paediatricians, psychologists, occupational therapists 
and language pathologists who can provide behavioural evaluations to allow for a formal 
medical diagnosis (Landrigan, 2010). Furthermore, ADHD is one of the most prevalent 
conditions amongst students in mainstream schools as it is being diagnosed in every three to 
ten percent of learners worldwide (Glass & Wegar, 2000). ADHD includes difficulties with 
maintaining and regulating focus and attention at the expected developmental level 
(Pennington, 2008; Vargo, 2015). ADHD also affects the executive functioning of a learner, 
which translates into deficits with their cognitive abilities (Vargo, 2015). As a result, learners 
will experience difficulties with learning processes, such as organisation, planning, self-
monitoring and mental flexibility (Vargo, 2015).  
Lastly, neurodevelopmental motor learning needs are known as developmental delays and 
deficiencies involve gross and fine motor skills (APA, 2013). These include developmental 
coordination learning needs, clumsy child syndrome and dyspraxia (APA, 2013). These 
movement related learning needs are simultaneously present with learning disabilities and 
information processing discrepancies in learners (Vargo, 2015).  
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2.6.3 Characteristics of learners with NDLNs 
Learners with NDLNs experience difficulties within a social, academic, adaptive and 
behavioural domain (Pennington, 2008). They may struggle with processing information and 
learning; practical understanding; problems with abstract thought, reasoning and problem 
solving, working memory and verbal communication (De Bildt, Sytema, Kraijer, Sparrow, & 
Minderaa, 2005). Adaptive functioning refers to the practical and social skills that are 
performed and learned by individuals within one's environment, which include language and 
literacy and social problem-solving skills, to name a few (Zoghbi & Bear, 2012). Learners with 
NDLNs may struggle with social interaction in school and externally  and fail to meet 
developmentally appropriate stages of responsibility and independence (De Bildt et al., 2005). 
These challenges can result in both social and academic isolation, where learners with NDLNs 
may experience low self-esteem, bullying and lack of integration within a mainstream school 
setting.  
There are four categories of disability in which a learner with NDLNs can be classified. 
NDLNS can be mild, moderate, severe or profound (De Bildt et al., 2005). Each level of 
severity is accompanied by its respective degree of physical, intellectual and adaptive 
functioning and requires its specific  level of support (Zoghbi & Bear, 2012). To assess which 
category a learner with a NDLN falls into, focus is placed on type and amount of intervention 
that is required (Zoghbi & Bear, 2012). This notion is in accordance with the social model 
view, in which the category a learner with NDLNs falls into is related to the level of support 
they are required to receive. Their schooling career is, therefore, dependent on identifying and 
addressing their SENs (Rosenberg, Westling, & McLesley, 2008).  
2.7 VYGOTSKY’S SOCIO-CULTURAL THEORY  
Vygotsky’s socio-cultural theory (SCT) is the theoretical framework that informs this study. 
This SCT was developed by Vygotsky (1896-1934) who was a Russian psychologist. His 
theory defines learning as a social process. Vygotsky (1978) explains that human cognition 
originates in culture or society. Emphasis is thus placed on the interaction between developing 
individuals and the culture with which they are associated. Social interaction is a prominent 
theme in Vygotsky’s theoretical framework as it strongly affects the development of cognition 
(Vygotsky, 1989). In accordance with Vygotsky’s views, learning occurs on two levels. The 
first level of learning occurs during one’s interaction with other people, as well as through the 
integration of what has already been learned or experienced by an individual (Mapunda, 
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Omollo & Bali, 2017). The second level of learning relates to the zone of proximal 
development (ZPD) in which cognitive development occurs (Mapunda et al., 2017).  
The SCT has proven to be a suitable theory when addressing learners with SENs as it reinforces 
the significance of assisting the learner through social mediation of the environment (Klein, 
Cook, & Richardson-Gibbs, 2001). Vygotsky (1978) explained that this assistance occurs 
through the ZPD, which refers to the range of performance within which a learner can operate, 
if supported by another person who is more knowledgeable/skilled. Mtahabwa (2007) extends 
this idea by adding that the ZPD is characterised by what a learner can independently achieve, 
in comparison to what they can accomplish when support is provided by competent peers or 
adults in a cultural group.  
Scaffolding is a term in the SCT that refers to the relevant amount of support that is provided 
within the ZPD (Vygotsky, 1987). Scaffolding is a process “that enables a child or novice to 
solve a task or achieve a goal that would be beyond his unassisted efforts." (Wood, Bruner, & 
Ross, 1976, p. 90). This process incorporates activities that are provided by the teacher or 
knowledgeable/skilled peer to support the learner through the ZPD, where social learning takes 
place. Support provided by the educator and/or peers is eventually withdrawn once the student 
has the ability to complete a given task independently.  
According to Bailey and Wolery (1992), appropriate scaffolding can be achieved once adults 
and/or knowledgeable peers become fully aware of a learner with SEN’s current ability levels, 
through behavioural observation, so as to inform the appropriate assistance that is required. In 
other words, the type and appropriate amount of support that is necessary for learners with 
SENs to successfully perform tasks relies on an adult’s and/or peer’s ability to read learners’ 
cues (Mapunda, et al., 2017). Effective support can therefore be provided to a child with SEN 
when scaffolding is utilised as an approach that is appropriately and carefully matched with the 
learners’ existing skills (Mapunda et al., 2017). 
This theoretical framework is suitable for  this research as it recognises through the ZPD, that 
there is a gap  between what a learner with SENs is able to manage when learning alone and 
what a child with SEN is able to learn when they are assisted by experts such as a special needs 
educator. The value of external people who can facilitate the development of a child with SEN 
is emphasised in the ZPD (Mapunda et al., 2017). This is achieved by supporting them in the 
learning tasks that fall outside of their level of ability and understanding (Mapunda et al., 2017). 
Moreover, SCT states that effective learning is dependent on the completion of assessments, 
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which are used as a means of identifying the appropriate amount and form of intervention 
programmes that are needed to effectively accommodate a learner with SENs (Vygotsky, 
1978). Given that learners with NDLNs experience difficulties within a social, academic, 
adaptive, and behavioural domain, Vygotsky’s SCT provides a significant contribution to 
understanding the influence that social interaction and scaffolding have for the learner in 
mainstream settings.  
2.8 ACHIEVING INCLUSION: LEARNING SUPPORT PROCESSES FOR NDLNs 
2.8.1 Inclusive education in a mainstream primary school 
In relation to the Individuals with Disabilities Education Act (IDEA) (1975), children with 
SENs should be learning within the least restrictive environments (Yell, Shriner, & 
Katsiyannis, 2017). In other words, children should be around other children in general 
education to the maximum extent that is suitable and only be placed in separate schools or 
special classes when the child’s special educational need is too severe and where additional 
services and aids cannot provide him/her with an appropriate and suitable education (Yell et 
al., 2017). Moreover, according to the Organization for Economic Co-operation and 
Development (OECD), there is a general consensus that each and every child has a right to be 
educated formally (Woodward, 2014). This includes children with SENs, whether they are 
being educated individually or together with other children.  
The term mainstream schools refer to  most schools. These schools have traditionally  tended 
to cater for typically developing learners, where the focus is mainly placed on academic 
achievement (Lindsey, 2007).  According tothe Citizens Information Board (2012), it is the 
right of every learner to be able to attend a mainstream school where any additional needs are 
addressed through the provision of learning support and assistance from resource teachers and 
special needs assistants. In this context, inclusion refers to meeting the SEN of a learner within 
the mainstream school, where each and every child is educated and socialised alongside their 
fellow learners (Nurse 2001). Inclusive education can be characterised as the practice of 
addressing the variety of needs of all students by reducing barriers to learning, within a 
mainstream school environment (Nurse, 2001).  
Many mainstream primary schools, both within South Africa and internationally, have aimed 
to adopt and implement inclusive education through inclusive classrooms, ordinary classrooms 
with special educators or special needs classrooms. As outlined by the SIAS (2014) document, 
there are other levels of support that can be implemented to meet the needs of learners. One of 
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the levels includes specialised support, whereby a learner receives any specialist intervention 
from either a teacher, the SBST, the DBST or other professionals and/or stakeholders within 
the mainstream school (DoE, 2014). Another level of support refers to assessment and 
curriculum adjustments which would allow a learner with SENs to have access to tasks that are 
more suitable to their respective needs (DoE, 2014).  
These adjustments can be implemented both within the classroom or at a school level. 
Moreover, it is imperative to have access to specialised learning and teaching support material 
(LTSM) to assist teachers in providing effective learning for students with SENs (DoE, 2014). 
Further support occurs at the level of training of staff, where short term programmes can be 
used  to manage issues of support, including policy implementation and awareness programmes 
(DoE, 2014). These sessions can be provided by teachers, external professionals, the SBST, 
the DBST or other stakeholders within the school’s network (DoE, 2014). 
Santrock (2006) states that the main objective of a school is to teach learners with NDLNs the 
fundamental educational skills such as vocational, mathematical and reading skills.  Therefore, 
learners with SENs, in a mainstream school, need to be supported through modification of the 
curriculum and learning activities (Westwood, 2007). The notion of inclusive education in 
mainstream schools moves beyond merely placing a child with SENs in a regular class. Rather, 
it also attempts to assist learners with SENs to participate and engage in the classroom, in 
lessons, amongst peers and in extracurricular activities (Weswood, 2007). 
2.8.2 Learning support  
Learning support is characterised as a form of guidance provided to students with SENs for 
them to reach their full academic potential and overcome their barriers to learning (DoE, 2009). 
Learning support, in this manner, relates to Vygotsky’s (1978) process of scaffolding during 
the ZPD, in which educators, parents and/or skilled peers provide guidance and support to 
learners who require assistance to complete respective tasks and academic goals. Learning 
support requires all educational role players to come together and adapt the curriculum, and 
develop specialised intervention and counselling (Landsberg, 2005). Therefore, learning 
support is viewed through a systemic lens and learners are assessed holistically (DoE, 2009). 
In order to assess whether a learner has SENs and what special educational services they 
require, the process of screening is the first step. This process allows one to identify which 
learners require special provisions, so that the educator can determine the most suitable action 
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and support interventions to ensure that learners can achieve their full potential (Lindsay, 
2018). The screening process is guided by several factors.  
One consideration refers to acceptability, where an investigation into a learner’s development 
must be non-intrusive and acceptable to both the learner and their parents (Lindsay, 2018). The 
second consideration is specificity, where any screening process is targeted at a particular 
problem (Lindsay, 2018). Sensitivity is the third consideration, whereby screening procedures 
must be sensitive and accurate (Lindsay, 2018). Cost-effectiveness is the fourth factor, where 
the screening process should be both quick and simple (Lindsay, 2018). This would ensure that 
the process is affordable and cost effective. Once the screening process has been completed, a 
simple categorical statement can be issued about whether a learner has passed or failed 
(Lindsay, 2018). Lastly, based on the results of the screening process, one will need to consider 
the appropriate resources that should be allocated with the aim of appropriately addressing the 
needs of the learner (Lindsay, 2018).  
For the purpose of this study, screening refers to the processes that are used to gather 
information about a learner as a means of identifying whether they have NDLNs, what the 
learning needs are and to assess what support is then needed.  In this context, screening includes 
processes that lead to the identification of NDLNs. Parents need to consent to an initial 
screening, and must be invited to participate in every phase of the screening process (Lindsay, 
2018). Parents can provide valuable information about their child’s SEN. In addition to 
information provided by the parent, teachers must gather information from admission forms, 
learner profiles and reports (DoE, 2014). Tools that are used to collect such information include 
interviews, observation, consultations, previous reports, reflections, academic, social and 
developmental tests, as well as a screening questionnaire (Lindsay, 2018).  
Engelbrecht and Green (2007) explain that an inclusive environment cannot accommodate 
learners successfully without looking at all levels of support. This involves support that the 
teacher provides the learner with SENs, and the support provided to the teacher and beyond the 
classroom (Engelbrecht & Green, 2007). Learner support and an inclusive environment do not 
only occur within the classroom environment, but also involves support provided by external 
stakeholders such as the family of the learner with SENs, the SBST, the DBST and other 
professionals (DoE, 2009). Therefore, the provision of learning support processes in 
mainstream schools, for children with SENs, more specifically NDLNs, offers a means of 
achieving inclusion. 
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The type of learning support processes that are put in place has certain implications for 
classroom practice. It is essential to consider the quality of education and support that is being 
provided to learners with NDLNs in mainstream classrooms and to assess whether their needs 
are being addressed (Ferguson, 2014).  
Furthermore, one ought to consider whether the needs of regular learners are also being 
addressed, as these learners may receive less individualised attention from the teacher, or 
interruption to lessons (Ferguson, 2014). Thus, efficient teaching and successful learning are 
crucial for each and every learner, especially those with SENS. To ensure that there is 
meaningful inclusion in the classroom, teaching of all learners should occur in a classroom 
environment that is supportive and stimulating, and where they are valued and respected 
(Lightfoot, Mukherjee, & Sloper, 2001).  It is, therefore, the responsibility of all mainstream 
class teachers to effectively educate all pupils in their classes (Lightfoot et al., 2001). This 
involves careful planning of lessons to address the diverse needs; adaptation of teaching 
strategies; problem solving activities, targeted interventions that promote emotional and social 
competence; differentiation, co-operative teaching and learning; and the use of information and 
communications technology (ICT) in learning, assessment and teaching (Ferguson, 2014; 
Lightfoot et al., 2001).  
2.8.2.1 The value of stakeholder collaboration in supporting learners with NDLNs 
Teachers cannot be the only ones responsible to implement inclusive education in a mainstream 
setting, despite their central role in ensuring this (Makhalemele & Nel, 2014). Multi-
disciplinary collaboration is vital (Nel et al., 2013). Collaboration is also needed to provide 
effective support to learners with SENs (Makhalemele & Nel, 2014). Therefore, an inclusive 
framework is grounded in a comprehensive team approach, which includes collaboration 
amongst professionals such as educators, parents, community members, psychologists, and 
other stakeholders within the district of the school (Nel et al., 2013). According to 
Makhalemele and Nel (2014, p. 3), “successful collaboration requires open communication, 
collective decision making, shared responsibility for decisions that are taken, a supportive 
environment, sharing of resources and valuing all partners as equal”. It is thus important for 
role players to acknowledge the value of interdependence in ensuring the development of an 
efficient collaborative community (Nel et al., 2013).  
Joyce Epstein (2010) provides a significant contribution to understanding the importance of 
parental involvement and support as well as home-school partnerships within the collaboration 
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networks. Families and schools are said to share the common responsibility of the socialisation 
of a child (Epstein, 2010). Thus, family and school influences tend to overlap in that they share 
missions and goals. According to Epstein (2010), there are three significant contexts in which 
learners develop and grow. These include the family/home life, the school and the community. 
Although there are certain practices that are performed separately either at home or at school, 
there are some practices that need to be conducted collaboratively between these contexts 
(Epstein, 2010). This collaborative relationship can be applied at the community level as well, 
and in its interaction with the home-school partnerships (Epstein, 2010). 
2.8.2.2 Differentiated curriculum  
In order to assist school leaders ( principals) in developing a plan that accommodates all 
learners’ diverse educational learning needs, a schools DBST should adopt and implement a 
district curriculum accommodation plan (DCAP) (Malegislature.gov, 2019). DCAP will assist 
school leaders in developing a general educational programme that is inclusive, addresses 
diverse learning needs and helps avoid unnecessary referrals of learners with SENs to 
specialised institutions (Malegislature.gov, 2019). The adoption and implementation of this 
plan would assist general mainstream class teachers, in identifying and accommodating various 
learning styles of all learners in their mainstream classroom (Malegislature.gov, 2019). This 
plan would further assist the classroom teacher in the provision of support services within the 
mainstream education environment (Malegislature.gov, 2019) 
Teachers face an ongoing challenge attempting to implement inclusion in the classroom. They 
are faced with the task of trying to address the educational needs of every learner within the 
mainstream classroom, in relation to challenging contexts and diverse needs (Mastropieri, 
Scruggs, Norland, Berkeley, McDuffie, Tornquist, & Connors, 2006). A significant approach 
to address this challenge is through the use of differentiated curricula and peer tutoring 
(Mastropieri et al., 2006). This paradigm is being embraced  in educational circles as it relaties 
to the rethinking of structure, management strategies, and collaborating with individuals within 
the learning context (Subban, 2006). 
A central proposition of Vygotsky’s sociocultural theory is the ZPD, which refers to the range 
of performance that is reached when a learner participates in social behaviour (Subban, 2006). 
The role of the teacher is one of purposeful instruction, provision of activity as well as ensuring 
that learners are able to engage their ZPD (Blanton, 1998). Elements that need to be considered 
within the context of modern education include: the level of engagement between a learner and 
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teacher, areas of social interaction, a learner’s physical environment, scaffolding, meaningful 
instruction, compelling content, and the ability of a learner (Blanton, 1998). With Vygotsky’s 
(1978) emphasis on social interaction, the relationship between a learner and their teacher is 
viewed as collaborative. The quality of the relationship between a learner with SENs and their 
teachers/peers plays an essential role in their development of academic achievement and 
engagement (Subban, 2006). 
The significance of  considering  the vast differences between learners in a classroom cannot 
be understated. It becomes crucial to acknowledge each learner’s strengths while addressing 
their learning challenges (Subban, 2006). In accordance with Tomlinson (2005), differentiated 
curriculum is characterised by the notion that children learn most effectively when their teacher 
can address their different interests, learning profiles and readiness levels. Therefore, 
differentiating curriculum and instruction can provide a platform to address learner differences; 
avoid the limitations of a one size fits all curriculum; and support various learning styles, within 
contemporary mainstream primary school classes (Tomlinson, 2005; Subban, 2006).  
Moreover, it offers an essential platform for teachers in inclusive classrooms, to create 
opportunities that allow for the success of all learners (Tomlinson, 2005; Subban, 2006). While 
the differentiated classroom aims to address the learning needs that are common to all students, 
it also focuses on addressing more specific learning needs that may be associated with 
individual learners. It does so by offering individual students the opportunities they need to 
perform their best and liberate themselves from labels assigned to them (Tomlinson, 2005).  
However, it is important to acknowledge that while a differentiated curriculum may be 
beneficial for learners with SENs, additional demands will be placed on the teacher. They 
would require additional support and training on how to effectively address the needs of every 
learner in the most appropriate manner (Subban, 2006). It also may require planning and 
management strategies that could be time consuming to develop (Subban, 2006). This can place 
increased pressure on the teacher who will have to adopt new teaching styles and means of 
inclusion.  
2.8.2.3 Individual support plans for learners with NDLNs  
The development of an individual support plan (ISP) is crucial when considering the 
appropriate provision of support for learners with NDLNs. Once learners have gone through 
assessment and various screening processes, an ISP is created to give these learners the 
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opportunity to achieve their academic goals (DoE, 2010). This ISP is developed by the teachers, 
parents and the SBST (DoE, 2010). The ISP details the greatest needs of a learner with NDLNs, 
in order to inform all educational stakeholders which areas need to be supported (Landsberg, 
2005). Moreover, it provides an enhanced workflow for planning and documenting supports 
for individuals (Landsberg, 2005). In relation to the SIAS (2014), an ISP is defined as a plan 
constructed for a learner who has barriers to learning, and who requires specific educational 
assistance (Lerner, 2003). Lerner (2003, p. 46) states that “an ISP is a management tool for the 
entire assessment-teaching process, which involves all assessment and teaching procedures”. 
The ISP is made up of three stages which involve the referral, assessment and instruction 
processes (DoE, 2010). It, too, requires collaborative teamwork amongst all relevant 
stakeholders (DoE, 2010).  
2.8.2.4 The role of the DBST in supporting school and learners with NDLNs 
A key player in the provision of learning support is the district-based support team According 
to (Makhalemele, & Payne-van Staden, 2018), the DBST is an integrated and professional 
team, at the district level. This team  comprises support providers that have been employed by 
the DoE,  and other relevant experts from government departments in the area and other 
community structures (Makhalemele, & Payne-van Staden, 2018). The central aim of the 
DBST is to systematically support teachers in a mainstream school, to strengthen their skills in 
coping with many diverse classes and needs of learners (Makhalemele & Payne-van Staden, 
2018). Moreover, another role of the DBST is to support parents, community members and 
schools in providing the most appropriate support for all learners, specifically with SENs (DoE, 
2001). This is achieved through learning and teaching strategies that are beneficial to all 
learners, as well as adapting support systems (DoE, 2001). Moreover, the DBST is accountable 
for outlining the execution of inclusion and administering the SIAS strategy for learners who 
experience SENs (DoE, 2001). Within this inclusive paradigm, the DBST also manages the 
correct placement of learners with SENs in an environment which may be better suited to their 
academic abilities (DoE, 2001).   
2.8.2.5   The role of the SBST in supporting learners with NDLNs 
The DBST provides assistance to the school-based support team of an educational institution. 
The SBST is made up of teachers, parents, and other educational professionals, and this team 
is a permanent structure of support for the school, their learners, their educators and their 
parents (DoE, 2014).  The SBST plays  is significant in the implementation of effective learning 
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support. The SBST is a team which works systematically and collaboratively with relevant 
stakeholders such as psychologists, audiologists, speech therapists and occupational therapists, 
in order to coordinate and provide support for learners and educators (Landsberg, 2005). 
Support is provided by identifying the needs of learners and addressing these learning needs 
through a variety of methods and resources (DoE, 2001).  
The SBST’s role is to offer and facilitate support to educators and parents, through the 
provision of continuous and co-operative problem solving and support around issues that are 
of concern (DoE, 2014). In other words, they assist teachers to support arners with SENs by 
means of information gathering, support plans, guidance and direction with the use of support 
strategies, programmes, services and any other resource to support the learner and their ISP 
(DoE, 2014).  The SBST needs to acquire skills such as “the ability to work with information 
objectively and within the best interest of the learner with special educational needs; the ability 
to communicate effectively with all stakeholders as a part of the support process; the ability to 
authenticate one’s ideas; the ability to have positive regard for differing ideas and opinions; 
and the ability to treat and look at the learner holistically and systematically” (Landsberg, 2005, 
p. 388).  
2.8.3 Challenges in the support of learners with NDLNs 
Although there are certain learning support processes that are provided to learners with 
NDLNs, there are challenges when it comes to policy and resource provision and 
implementation both nationally and internationally (Mousley, Rice, & Tregenza, 1993). 
“despite improved educational provision for children with disabilities and positive advances in 
policy on inclusion in education, the reality is that schools have seen significant cuts to funding 
for special needs resources and special needs assistants in recent years” (Ferguson, 2014, p. 5)  
Despite the challenges, the National Council for Special Education (NCSE) (2013) reports that 
a parent will most often choose to put their child with SENs in a mainstream school. Therefore, 
it is important to question if the educational need of a learner is being met as well as if the 
quality of education provided is efficient (Murungi, 2015). This means considering if learners 
with SENs, who require extra support, can be effectively accommodated in mainstream 
schools.  
Another consideration relates to whether the needs of mainstream class teachers are being met, 
given that larger class sizes and a reduction in resources can make it challenging for them to 
effectively do their job. (Murungi, 2015). Moreover, there tends to be a lack of knowledge and 
 SCREENING AND SUPPORT OF LEARNERS WITH NDLNs  
26 
 
training amongst someone teachers in supporting learners with special educational needs, more 
specifically NDLNs. Teachers are seldom trained sufficiently and therefore do not have the 
required knowledge and skills (DoE, 2001). 
Therefore, as captured by Fulcher (1989, p. 59) “implementation of policy does not 
automatically follow its creation” (Mousley et al., 1993). Vayrynen (2010), as cited in NCSE 
(2013), proposes that every country is challenged with managing and implementing an 
inclusive educational environment that meets the vast needs of every student. This challenge 
is further highlighted by Bines and Lei (2011) who revealed that the northern countries that 
have aimed to address policy and provision more extensively, for learners with SENs, are still 
faced with dilemmas in inequality, policy implementation and resource allocation. Effective 
and inclusive strategies are thus central to providing support that meets all types of educational 
needs (NCSE, 2013).  
2.8.3.1 Challenges in the support of learners with NDLNs in the context  
The challenges that are faced when implementing inclusion within a mainstream education 
system can be further applied to the context of South Africa, where implementation of inclusion 
has been slow and only partial and where challenges to implementation remain (Onukwufor & 
Martins, 2017; Wildeman & Nomdo, 2007). According to Engelbrecht (2006), these challenges 
come to influence the whole education system.  
Research has shown that collaborative systems within an inclusive education environment were 
not operating in their full capacity, across a variety of school with SA (Nel et al., 2013). 
“Teachers’ attitudes towards collaboration were affected by demotivation deriving from the 
education system in general; limited understanding of inclusive education; inadequate training; 
a lack of resources; and the large numbers of learners in the classroom” (Net et al., 2013, p. 
17). Access to collaborative supportive structures like the DBST has been unequal in nature 
and this contributes to the frustration of mainstream educators (Nel et al., 2013). The problem 
is exacerbated by inadequate training and collaboration between the various partnerships 
(Engelbrecht, Nel, Smit, & Van Deventer, 2016). This leads to the isolation of teachers who 
regard themselves as insufficiently skilled in addressing and supporting learners with SENs in 
the classroom (Engelbrecht et al., 2016). Moreover, teachers sometimes lack knowledge and 
skills in designing and differentiating the curriculum for learners (Net et al., 2013).  
The teachers’ need to have greater knowledge and skill was not effectively addressed via 
training programmes for teachers, which has led to high stress levels and a decline in progress 
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of learners with SENs (Engelbrecht, Swart, Eloff, 2001; Engelbrecht, 2006; Engelbrecht et al., 
2016; Chataika, Mckenzie & Lyner-Cleophas, 2012). Implementation of inclusion is 
fundamentally supported by curriculum differentiation. Without curriculum differentiation, 
learners with SENs cannot reach their full academic potential in a lease-restrictive and inclusive 
environment alongside their peers (Chataika et al., 2012). For example, mainstream school 
teachers have continued to refer learners with SENs to a specialised environment due to feeling 
inadequately skilled to address these learners over qualified health care professionals 
(Engelbrecht et al., 2016).  
According to NSCE (2013), when deciding where to place their child with SENs, parents have 
to consider class size, the protection and happiness of their child, attitude of teachers, 
curriculum issues as well as social inclusion, amongst others (Egan, 2004). Parents tend to lack 
the knowledge or understanding of their child’s SENs and/or what strategies are needed to best 
support their child. In studies such as Afolabi’s (2014), there is evidence to suggest that parental 
involvement and knowledge could be central. Yet, parents tend to have stereotyped views, and 
lack information regarding SENs and NDLNs.  
As Ferguson,(2014, p. 34) quotes:  “Bines and Lei (2011) maintain that there are many gaps 
between policy and provision regarding inclusive education, and that disability remains a 
significant factor in exclusion from schooling”. Inclusion in this way could act as a means of 
desegregation (Ferguson, 2014). 
2.9 CONCLUSION 
This chapter began by examining the literature on the historical context of inclusive education, 
in relation to the research question.  I described the move away from the medical model to the 
social model of understanding SENs. National and international legislations and policies were 
discussed that pertain to the education of learners with SENs. Definitions of disability and 
SENs were provided.  A specific SEN was further explored, by defining neurodevelopmental 
learning needs, and their aetiology and effect on learners,  within the theoretical framework of 
Vygotsky’s SCT. I discussed SIAS and the gap between policy and implementation.  
Learning support processes that are available to learners with NDLNs as a means of achieving 
inclusion, were discussed. These include collaboration amongst stakeholders, differentiated 
curriculum, individual support plans, the DBST and the SBST.   
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CHAPTER THREE: METHODOLOGY 
3.1 INTRODUCTION 
The purpose of this research was to explore the screening and support processes that are being 
used for learners with NDLNs in a mainstream primary school. The research question and sub-
questions dealt with the experiences of the SBST in screening and supporting learners  in a 
participating mainstream primary school in Johannesburg, South Africa., This research focuses 
primarily on the inclusion of learners with SENs, more specifically NDLNs, in this mainstream 
primary school, and the way in which they are being screened and supported by the SBST 
there.  
After description of the research questions and aims,  this chapter discussed the  qualitative 
research approach, and the interpretive.  paradigm. Purposive  sampling procedures were used. 
Data collection was achieved using a focus group interview; data analysis used Thematic 
Content Analysis. This chapter also discussed trustworthiness and the ethical considerations of 
the study.   
3.2 RESEARCH QUESTIONS 
The following research question and sub-questions guided this study: 
How are learners with special educational needs screened and supported at a primary school 
in Gauteng? 
The following sub-questions were used to guide this study: 
 What are the screening and support processes that are being used for learners 
with neurodevelopmental learning needs in a primary school? 
 How effective does the school-based support team perceive the identification 
and support to be that is offered? (I suggested a  change in wording  – see 
chapter 1)  
 What challenges does the school-based support team experience with the 
process of identifying and supporting learners with neurodevelopmental 
learning needs? 
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 What are the support outcomes of the processes that are used for identifying 
and supporting learners with neurodevelopmental learning needs?  
 
3.3 RESEARCH AIMS AND OBJECTIVES 
This study aimed to: nvestigate the experiences of the SBST with regard to screening and 
supporting learners with NDLNs. 
Specifially, the aim was to identify screening and support proxwaawa, the SBST’s perceptions 
of the them and the challenges and outcomes of the processes used.  
3.4 RESEARCH DESIGN AND METHODS 
Phenomenological research is characterised by the operative word ‘describe’. In 
phenomenological research, individuals are explored in terms of their lived experiences 
(Creswell, 2001). This exploration allows the researcher to understand a specific way of life, 
and the participants’ experiences (Creswell, 2001). More specifically, phenomenological 
research is used in order to explore the meaning behind different lived experiences, in relation 
to a specific phenomenon or issue (Creswell, 2001).  In this design, the researcher has the 
fundamental aim of describing a phenomenon as truthfully as they possibly can, by staying true 
to facts that are given (Bliss, 2016). “The phenomenologists are concerned with understanding 
social and psychological phenomena from the perspectives of people involved” (Welman & 
Kruger, 1999, p. 189). By focusing on people’s experiences of a phenomenon, a basis for 
reflective analysis is provided, that ultimately reveals the true essence of their experience 
(Bliss, 2016). Therefore, this research approach is appropriate for the purpose of this study, 
which is to focus on experiences of the SBST’s screening and support strategies for learners 
with NDLNs. This design allows new insight into perceptions and experiences of the SBST 
members regarding inclusive education and existing policies in South Africa.  
The qualitative methods of this research design are primarily phenomenological, given that 
lived experience of two SBST members are being explored through interviews. Their 
respective experiences were analysed toeffectively describe the central essence of a 
phenomenon (Ferguson, 2014). Hence this research study sought to explore the screening and 
support processes that are being used and the meaning  for the participants. By focusing on the 
lived experiences of two SBST members in a South African mainstream primary school, 
greater understanding was gained with respect to the reality of inclusion and learning support  
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3.5 RESEARCH APPROACH AND PARADIGM 
“Paradigms are the frames of reference used to organise observations and reasoning” (Babbie, 
2007, p. 32). The paradigm that informed this research was interpretative. According to Fossey, 
Harvey, McDermott and Davidson (2002), the main aim of qualitative research is to highlight 
the personal meanings that are created by participants as well as their experiences, actions and 
social contexts. Qualitative research thus focuses on how individuals subjectively interpret 
their experiences and how they make sense of their personal reality (Fossey et al., 2002). More 
specifically, a qualitative-interpretive research paradigm focuses on the way in which human 
beings make sense of their personal reality and the meaning that they attach to it (Gitchel & 
Mpofu, 2012). In accordance with Gitchel & Mpofu (2012), qualitative research holds that 
knowledge is individually created, which means that every person's interpretation of reality is 
equally valid.  
The interpretive paradigm is appropriate to this research, as its goal was to provide an in-depth 
and rich interpretative understanding of the SBST’s experiences of screening and supporting 
learners with NDLNs in a mainstream primary school. The qualitative approach also assisted 
in highlighting  parental and DBST the support available to SBSTs with respect to parental 
involvement and the DBST. In other words, a qualitative and interpretive research paradigm 
allows the researcher to gain a greater understanding of the participants from their perspectives 
(Gitchel & Mpofu, 2012). It also provided the researcher with a greater understanding of their 
genuine concerns, feelings, and beliefs regarding the SBST, and intervention and support plans 
for learners with specific NDLNs. Hegarty (1989), (as cited in Punch 2006) maintains that there 
are various topics in special education that are most effectively explored by means of 
qualitative forms of inquiry. 
3.6 CONTEXTUAL DESCRIPTION OF STUDY  
According to Terre Blanche, Durrheim and Painter (2006, p. 275), “social science explores the 
meaning created in human actions, words and experiences, which can only be established in 
relation to the personal and/or social context in which it occurs”.  Moreover, Terre Blanche et 
al., (2006, p. 276) states that “the commitment to understanding human phenomena in context, 
as they are lived, using context-derived terms and categories, is at the heart of interpretive 
research. and the development of methodologies for understanding human phenomena ‘in 
context’ is arguably the central achievement of qualitative methodology”. Therefore, it is 
relevant to consider the context of this research study.   
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This research explores  a mainstream primary school in which learners with SENs are being 
identified, and supported. A central notion of this research is that SBSTs have a critical role in 
learning support provision and collaboration of stakeholders for learners with SENs, such as 
NDLNs. Students with SENs were historically placed in special schools (Minou, 2011). 
However, with the rise of inclusive education, mainstream schools are increasingly 
accommodating learners with NDLNs (UNCRC, 1989). Therefore, it becomes important to 
explore the experiences of the SBST in mainstream school and their identification and support 
of learners with NDLN’s. With the rise of inclusive education, mainstream schools have needed 
to adapt their systems of support to accommodate special learners within their ordinary schools, 
hence the relevance of a mainstream primary school context for this study.  
The school where the research was conducted is situated in the South of Johannesburg. This 
school is considered a mainstream primary school and was therefore the appropriate context 
for this research. The members of the SBST best met the requirements of this study, as they 
had had exposure to learners with NDLNs, had worked collaboratively with one another as 
well as external professionals in supporting these specific learners and thus had detailed and 
rich information regarding the processes of screening and supporting learners with NDLNs. 
3.7  SAMPLE  
3.7.1 Sampling strategy  
The participants in this research were two female members of the SBST at a mainstream 
primary school in Johannesburg, South Africa.  One of the participants is the team leader of 
the SBST, while the other participant is a remedial teacher and a SBST member.  
Participants were chosen using the method of purposive sampling, in which the researcher used 
subjective judgment regarding which participants best met the requirements for the purpose of 
this study. In this case, this involved purposefully selecting two members of the SBST at the 
participating mainstream primary school in Johannesburg, South Africa. Purposive sampling 
affords the researcher the ability and justification to make generalisations from the sample that 
is being studied, whether such generalisations are logical, analytical or theoretical in nature 
(McMillian & Schumacher, 2010).  
Johnson and Christensen (2008) state that sampling involves selecting a certain number of 
people from a greater population.   “Sampling allows one to study the characteristics of a subset 
(called the sample), selected from a larger group (called population), to understand the 
characteristics of the larger group” (McMillan & Schumacher, 2010, p. 129).  Ultimately, the 
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sample refers to a group of people of a given population from whom data is collected while the 
target population is the whole group of people from which the sample might be drawn.  
A purposive sampling strategy was used for this study since the researcher need to gain insight 
from members of a SBST who worked within a mainstream primary school, and have had 
experience with the screening and support processes that are used for learners with NDLNs. 
“In purposive sampling, a researcher selects participants because they have some defining 
characteristics that make them the holders of data needed in the study” (Creswell, 2011, p. 79).  
The researcher selects specific aspects of the population that will be informative or 
representative about the phenomenon being studied (McMillan & Schumacher, 2010).  
At this mainstream primary school, the SBST is made up of only three permanent members. 
These permanent members then collaborate with external professionals to provide the 
appropriate support to learners with NDLNs. Only two permanent members of the SBST were 
available to participate in this study.  
This sampling technique was appropriate for this research as it assisted the researcher in 
choosing participants that are most efficient in providing information that would help address 
the aim of this study. Ultimately, this sampling technique helped the researcher to gain access 
to participants whose role and duty within a school is to address learners with SENs, 
specifically NDLNs. 
3.8  DATA COLLECTION 
Qualitative research includes a variety of methods/instruments which are used to collect 
information-rich and detailed data, which includes observations, interviews and the reviewing 
of documents and/or pictures (Denzin & Lincoln, 2011). The following instrument were used 
for data collection: 
3.6.1 Mini-focus group  
The mini-focus group interview with the SBST was used as a means of collecting data. One 
focus group interview was conducted with two participants, as they expressed that this was the 
only time, they both had available. It was conducted in an interview setting where ten open-
ended questions were asked and prompts were utilised. The use of focus group interviews 
allowed the researcher to investigate issues in an in-depth manner and explore the feelings and 
perceptions of participants about a given issue and their reasons for holding certain opinions, 
perceptions and feelings (Harrell & Bradley, 2009). Interviews further add a human dimension 
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to impersonal data by exploring human experiences and gaining in depth understanding 
(Harrell & Bradley, 2009). 
This type of interview, together with a semi-structured approach, provided pre-planned 
structure while, simultaneously, allowing the researcher to prompt further when building 
rapport (Harrel & Bradley, 2009).  The use of focus group interviews enabled the researcher to 
gain a greater understanding of the perspectives and reality of the participants (Harrel & 
Bradley, 2009). This was achieved as the participants were granted the freedom to express  their 
perceptions of their own experiences. This gave the researcher a sense of how the participants 
make meaning of their context and further insight into how they understand the researched 
phenomenon.  
An interview schedule (Appendix C) was used to group topics and questions in a way that 
allowed the researcher to effectively and professionally carry out the interview. The questions 
formulated in the interview guide addressed the screening and support strategies used for 
learners with NDLN within this school, the experiences the SBST has with the SIAS policy 
and the efficiency of the current screening and support strategies being used. The ten questions 
that were asked arose logically from the literature review and were used to guide the creation 
of various themes that arose from the interview. Two audiotapes were utilised to record the 
interviews for later transcription, in case one stopped working.  
The focus group interview was scheduled to be one hour long.  The interview lasted for half an 
hour instead. The interview was conducted during a time that was convenient for the 
participants,The setting was comfortable, private and suitable for the participants. The 
researcher travelled to the mainstream primary school in which the data was collected.  
3.7 DATA ANALYSIS  
According to Hennink, Hutter, and Bailey (2011), data analysis is a process that is both flexible 
and structured. Moreover, For Grbich (2007, p. 25), “data analysis is an on-going process, 
which simply entails tracking and checking data to see what they are telling us, and which areas 
need to be followed up; and interrogating the data to see where they are leading the researcher”. 
In this study, Thematic Content Analysis (TCA) was used to analyse the data collected from 
one focus group interview. According to Braun and Clark (2006), TCA allows data to be 
described and minimally organised in rich detail. This is possible as it assists the researcher in 
focusing on the presence of meanings, as well as relationship of concepts and words, to develop 
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interpretations about these messages (Braun & Clarl, 2006). Braun and Clarke (2006) outline 
a six-phase process that should be followed when applying TCA to collected data. This analysis 
technique was applied to the data collected from the focus group interview.   
Researchers are required to familiarise themselves with the collected data in the first phase of 
the TCA process (Braun & Clarke, 2006). This was achieved through the verbatim 
transcribingprocess, . This allowed the researcher to become immersed in the collected data. 
Despite the time-consuming nature of this process, it proved valuable in coding the data. 
Additionally, familiarity with the collected data was achieved by constantly revisiting and 
reviewing the transcript.  
Once the data became familiar, initial codes were developed from the data in the second phase. 
This involved identifying features in the information that were of particular interest to the 
purpose of this research (Braun & Clarke, 2006). These features included aspects of inclusive 
education, collaboration amongst stakeholders, screening and support process, the SIAS policy, 
and NDLNs. The researcher achieved this through highlighting prevalent words and quotes 
that arose from the data that was collected.  
The third phase required themes to be identified from the codes.  Codes were grouped and 
arranged  (Braun & Clarke, 2006). The quotes that were identified in the second phase of the 
process were then grouped. While some codes formed a main theme, other codes were used to 
form sub-themes.  
In the fourth phase, the themes that emerged from the third phase  were further reviewed and 
refined. This was followed by the defining, categorising and naming of these themes in the fifth 
phase. Categorisation gave the researcher a general view of the data and prevented the 
researcher from developing a limited focus regarding the data (Maree, 2007). The intrinsic 
nature of each themewas captured to ensure simplicity. These themes and sub-themes are 
detailed  in table 4.3.1, in chapter 4.  
Lastly, the sixth phase presented the resultsof the data analysis. According to Braun and Clarke 
(2006), it is essential to obtain vivid data that demonstrate each theme. Moreover, these extracts 
need to be embedded within a narrative to develop an argument for the research question. 
During this phase, verbatim quotes from the collected data was captured, to describe the core 
of each theme.  
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3.10 TRUSTWORTHINESS 
Trustworthiness involves ensuring that the research study findings that arise from data analysis 
are credible, transferable, dependable and confirmable. Merriam (2009, p. 143) states that 
“research findings are trustworthy depending on the extent to which there is some evidence 
supporting their reliability and validity, that is, the extent to which they can be replicated in 
another study”. However, it is important to note that the criteria of transferability were not met, 
while the criteria of credibility, dependability and confirmability were. Therefore, 
trustworthiness was discussed further under Limitations in chapter six. 
3.10.1 Credibility  
McMillan and Schumacher (2010, p. 102) define credibility as “the extent to which the results 
approximate reality and are judged to be accurate, trustworthy and reasonable”. Credibility is 
taken to be the most significant criterion in establishing trustworthiness, as it requires the 
researcher to develop links between the study’s findings and reality to reveal the truth of the 
research findings (McMillan & Schumacher, 2010). Two of the most important aspects include 
triangulation and member checks (McMillan & Schumacher, 2010). Triangulation is the 
process of engaging numerous data sources, methods of data collection or theoretical 
frameworks that allow one to gain greater knowledge of the phenomenon being investigated 
(McMillan & Schumacher, 2010). Member checks require the researcher to share the data, 
interpretations and conclusions that were made with the participants of the study (McMillan & 
Schumacher, 2010). This process offers the participants a means of clarifying their intentions, 
to correct any mistakes and to provide further information if necessary.  
The researcher achieved credibility by sending the findings and interpretations back to the 
participants who had informed this study. The researcher invited feedback and/or clarification 
of her findings and interpretations. This was done in order to ensure an accurate, trustworthy 
and reasonable presentation of the data. While the results of this study were reinforced through 
informative and credible literature, as well as real life perspectives, one of the most important 
aspects in ensuring credibility, namely triangulation, was not achieved in this study. This means 
that the criterion of credibility was only partially achieved.  
3.10.2 Transferability 
Marshall and Rossman (2011, p. 252) state that transferability refers to the “ways in which the 
research findings will be useful to others in similar situations, with similar research questions 
or questions of practice”. Transferability encourages a reader to make interpretations based on 
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the research, once they have applied the conclusions to their respective circumstances (Briggs, 
Coleman, & Morrison, 2012). Transferability is established when readers are provided with 
sufficient evidence that proves that the results can be transferred to other times, contexts, 
situations and populations (Briggs et al., 2012).  
As discussed, only two participants were able to participate in this research. Transferability 
was thus difficult to achieve. Although all the collected data was reinforced by sufficient 
literature and compared to verbatim quotes from participants, the sample was not great enough 
to allow for large scale generalisations to be made. However, the purpose was not to achieve 
generalisability, but to provide in-depth information and thick, rich data, related to the 
mainstream primary school in Johannesburg and the screening and support process that is being 
used for learners with NDLNs within an inclusive framework.  
3.10.3 Dependability 
Marshall and Rossman (2011, p. 253) state that dependability is defined by “ways in which the 
researcher plans to account for changing conditions in the phenomenon chosen for study and 
changes in the design created by an increasingly refined understanding of the setting”.  
Dependability, in a qualitative study, is equivalent to the reliability of the research which refers 
to the consistency the stability and consistency of data across time and conditions (Lapan, 
Quartaroli, & Riemer, 2012). In order to establish dependability, the researcher is required to 
perform a dependability audit. This audit is used to detail any changes that might have occurred 
during the research process (Lapan el al., 2012). The researcher met the criterion of 
dependability through the record keeping of the focus group interview schedules, voice 
recordings and verbatim transcriptions. Furthermore, the researcher structured all questions 
that were asked in the same way, so as to ensure a sense of consistency.  
3.10.4 Confirmability 
Finally, Marshall and Rossman (2011, p. 253) describe conformability as “ways in which 
qualitative researchers can parallel the traditional concept of objectivity”. Confirmability is 
thus used to ensure objectivity without the possibility of subjective biases (Lapan et al., 2012). 
“Confirmability is based on the provision of a chain of evidence so that the reader can see the 
source of the data and illustrative examples from the data that support the researcher’s 
conclusions” (Lapan et al., 2012, p. 29). A particular means of achieving confirmability is 
through the technique of an audit trail which assists in the development of the results chapter 
(Marshall & Rossman, 2011). Confirmability can be achieved by detailing the data collection, 
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data analysis, and interpretation of the data process (Lapan et al., 2012). The researcher 
successfully conducted a detailed audit ttrail by safely keeping certain documents that were 
used for crosschecking the inquiry process. These documents included focus group interview 
transcripts, raw data and the interview transcript. The researcher further detailed the process of 
data collection, data analysis and data interpretations that would inform this study. These are 
located in chapter four and five of this research.  
3.11 ETHICAL CONSIDERATIONS   
Ethics are implemented to assure people’s safety in environment the research. As professionals, 
it is our obligation to abide by these ethics to ensure protection to those involved in the research. 
The Department of Health (2006, p. 42) states that “Ethics are the moral principles or standards 
that should be met and upheld when working in the field of health care”. The researcher is 
required to abide by ethical codes of conduct as detailed by Health Professions Council of 
South Africa (HPCSA), the University of Johannesburg as well as the GDE, and had the duty 
and obligation to conduct this research in an ethical manner.  
To gain permission to conduct research at the participating school, the researcher’s supervisor 
submitted a letter to the DoE requesting approval. Written authorisation to conduct this study 
was then received from the GDE (Appendix A). Ethical clearance was then obtained from the 
University of Johannesburg. This provided permission to continue with this research study 
(Appendix B). The school was contacted, to determine their willingness to participate in this 
research, in which the school consented.  
A meeting was arranged for the researcher to meet up with the respective participants, to 
discuss the interview schedule (Appendix C). A summary of the research study was presented 
to the SBST by the researcher, in this meeting. A Participant Information Sheet was then 
provided to them, together with consent forms (Appendix D). The participants and the 
participating school were to remain anonymous, while their responses were to remain 
confidential. Due to the nature of the school’s timetables, the researcher was allocated just one 
hour to conduct a focus group interview with two permanent members of the SBST. 
Signed, written consent was obtained from both participants. They were properly informed 
regarding the research being conducted. The researcher revealed the purpose of the research, 
the objectives, the expected time frame, possible benefits and risks and details of the ethical 
review process. 
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The participants were also informed that their participation in this study was completely 
voluntary and that they could withdraw from the study at any given time without any negative 
consequences. It was also made clear to the participants that if any questions made them feel 
uncomfortable, they did not have to answer.   
The researcher made a conscious effort to uphold confidentiality and anonymity.   These could 
not be achieved fully, as the participants were known to each other, given that they participated 
in the same focus group interview. However, the researcher ensured that there were no details 
exposing the identities of the participants during the write up of the research, in the 
transcriptions or in quotes used to present and discuss the findings. These identifying details 
were omitted to ensure that the identity of the research participants and research site were 
protected.  
In addition, the researcher aimed to provide the participants with a safe environment so that 
they felt comfortable in expressing themselves and sharing information in a truthful and 
authentic manner.  I employed the principle of no maleficence, meaning that my research did 
not harm any persons involved in the study. There was no known deception that occurred 
during my study. If any harm were caused by feelings of anxiety, I would have provided 
debriefing sessions with the participants.  
The raw data was stored in a locked drawer that could only be accessed by the researcher and 
her supervisor. These transcriptions and audio recordings will be kept secured for up to six 
years after the publication of the research study. Thereafter, the data will be eradicated.  
3.12 CONCLUSION 
This chapter detailed the chosen research   questions, the method, approach and paradigm, that 
was used by the researcher, of this study. The context of this study, sample and sampling 
procedure, data collection methods and analysis techniques that informed this research were 
further discussed and their use rationalised. Trustworthiness and  ethical considerations were 
further provided. The next chapter will present the findings collected from the focus group 
interview, and direct quotations for the participants.  
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CHAPTER FOUR: PRESENTATION OF DATA 
4.1 INTRODUCTION 
This chapter presented the data that emerged from the focus group interview that was 
conducted with two members of a SBST in a mainstream primary school.   The perspectives of 
the participants were analysed using thematic content analysis and presented under four main 
themes. These themes include: The structure and processes of the SBST; SBST experience 
with the SIAS process; SBST experience with the DBST; Advantages and challenges 
experienced by the SBST regarding their own identification and support processes. There are 
further sub-themes that are explored within each theme, each of which relates to the research 
aims and objectives.  
4.2 PURPOSE OF THE STUDY  
The focus of this study was to explore the screening of and support provided to learners, 
specifically those with NDLNs, within a mainstream primary school. Furthermore, the focus 
was placed on the experiences of two SBST members. This  aims was to determine what 
process of identification and support is provided by the school for such learners, why this has 
been chosen as their frame of reference in supporting learners, and whether this support is 
effective and inclusive.  
4.3 PRESENTATION OF DATA  
A focus group interview with two participants of the SBST was used to collect data for this 
study. This section presents the data that arose which is organised under the themes, sub-themes 
and categories that emerged.  
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Table 4.1 Overview of Themes and Subthemes 
THEMES  SUB-THEMES  
4.4 Theme 1: The structure and processes of 
the SBST 
4.4.1 Members’ roles in the SBST 
4.4.2 Identification of NDLNs by the SBST 
4.5 Theme 2: SBST experience with the 
SIAS process  
4.5.1 Difficulties experienced by the SBST 
and teachers  
4.5.2 Resources in the school other than the 
SIAS process  
4.5.3 Placement of learners following the 
SIAS process 
4.6 Theme 3: SBST experience with the 
DBST 
4.6.1 Members roles’ in the DBST  
4.6.2 SBST engagement with the DBST  
4.7 Theme 4: Advantages and difficulties 
experienced by the SBST regarding their 
own identification and support processes 
 
 
4.4  THEME 1 THE STRUCTURE AND PROCESSES OF THE SBST 
It was important to understand, as the researcher, how the SBST of this particular school was 
structured  and functioned. While the structure refers to the way in which the SBST was 
organised, the processes refers to the way in which they worked collaboratively. Participants 
were, therefore, asked about the members that constituted their SBST and the role it played for 
learners with SENs in their mainstream primary school.  The interview gave rise to two 
subthemes, namely, the structure of the SBST and the identification of support for learners with 
NDLNs.  
The first main theme that arose from the focus group interview concerned the structure and 
processes of the SBST. According to participant 1, there are permanent members of the SBST  
and external professionals that assist in the identification and support of learners with NDLNs. 
I aimed to understand the collaborative nature of the SBST in this school. Participant 1 clarified 
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this by explaining how “We are the primary [members of the SBST], we sit together and have 
our meeting[s] and then refer out”. This reinforces that notion that the SBST is a team which 
works systematically and integratively, in order to coordinate and provide support for learners 
and educators. Support is provided by identifying SENs and addressing these special learning 
needs through a variety of methods and resources. I asked participant 1 and participant 2 ,“Who 
is part of the school-based support team?” Participant 2 explained that “of the teaching staff, 
we are the only three permanent members. But then we've got an educational psychologist, and 
we've got our counsellor, and we've got the occupational therapist and an audiologist speech 
therapist”.  
The above statements indicate that the SBST is made up of only three permanent members and 
the rest of the SBST is made up of a specific part-time team supporting learners. Teachers and 
other professionals are a part of the team that supports the learners with NDLNs. They work 
collaborativelyto identify the best support for learners with NDLNs in their mainstream 
primary school.  
4.4.1 Members’ roles in the SBST 
Learning support requires all educational role players to come together and adapt the 
curriculum, and develop specialised intervention and counselling. From the data, it became 
clear that there are three permanent members; who are full time staff members of the school 
that form part of the SBST, and each one plays a specific part. “[Participant 2] is the coordinator 
of the SBST..uhm, [participant 1], I'm a member.” Participant 2 continued that “[participant 2 
is] a remedial teacher” and “JW, she's our LSEN teacher”. One of the roles of the SBST is to 
assist and support the teacher in addressing the specific learning need of the learner in the 
classroom, before bringing in the required professionals, such as an educational psychologist 
and/or occupational therapist. Participant 1 confirmed this when she said that “teachers come 
to SBST, present their problem, what is happening and then the three of us basically listen and 
give ideas’.  
Another role is to ensure that they are supporting and psycho-educating the parents throughout 
the process of supporting the learner. When asking if “[A] bit of psycho-educational will be 
going on then?”, Participant 2 stated “ya, so we would explain that to them and them guide 
them”. In doing this, the learning support is used as a means of guiding, helping and supporting 
learners with SENs to assist them in reaching their full academic potential and overcome their 
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barriers to learning. The SBST understands their role in the school, which is to identify, support 
teachers, psycho-educate and to support the learner.  
4.4.2 Identification of NDLNs 
Both participants made it clear that they work collaboratively with the teachers, other 
professionals and parents to ensure that the necessary report is provided to the learner with 
special educational needs. Teachers play a critical role in learning support provision to learners 
with SENs, with the assistance of other support structures such as the SBST and/or the DBST. 
This notion is supported by participant 2 who explained that “[the identification of such a 
learner’] would start in class and then the teacher joins up with the school-based support team 
because, in essence, all teachers are part of the school-based support team”. Furthermore, 
according to participant 1 “the teacher explores the learner’s background and brings the learner 
profile and their specific learning needs, and presents this information to the SBST’. The SBST 
will then find out if the parents of the learner can afford to support their child outside of the 
SIAS process; the school takes the support of the child into their own hands, by using their 
part-time professionals.  
4.5 THEME 2 SBST EXPERIENCE WITH THE SIAS PROCESS 
It was important for the researcher to understand, how the SBST of this particular school was 
experiencing the implementation of the existing SIAS process in identifying and supporting 
learners with NDLNs. The participants were asked to express their experiences with the SIAS 
process, when it came to screening and supporting learners with NDLNs. The resulting data 
was categorised into three subthemes: the difficulties experienced by the SBST and teachers, 
the resources in the school that allow the SIAS process to be avoided, and the placement of 
learners following the SIAS process, if it was used. 
4.5.1 Difficulties experienced by the SBST and teachers  
Participant 2 stated that “The SIAS route is very long and tedious, so the teachers feel it’s a 
waste of paperwork, it’s a waste of effort” and “we can actually get things done faster through 
the resources that we have”.  It becomes clear that their experience with an already existing  
official process, to identify and support learners with SEN, was not as efficient in its 
implementation as they would like. She continued to explain that “the school does not receive 
any help from the department, and the school does not fill in SNA 1 and 2; the section of SIAS 
which is filled out by teachers”. Instead, participant 1 and participant 2 explained that they do 
not fill out these forms for the child because they will arrange an assessment by an educational 
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psychologist that the school pays for, or they would arrange for counselling. Through the data, 
it becomes clear that the support that is supposed to be provided by the DBST, in terms of SIAS 
does not come quickly enough. As a result, the SBST in this mainstream primary school would 
rather utilise their own internal resources than SIAS if possible.  
Participant 2 added, “we will steer the parent in the direction of the OT or the audiologist which 
we can’t pay for. If they really can’t afford it, I do try and get them a reduced rate or a more 
affordable rate in which the OT and the audiologist will come to school to do it”. Thus, the 
only time the SNA was filled in was when there was more than one assessment done by or if 
an assessment was being done by their educational psychologist and the child was being 
retained in the same grade for a second time. “That's why we fill in so few SNA”, explained 
participant 1. Both participants thus made it clear that due to the slow pace of support provided 
by the DBST, financial constraints were placed on them.  
4.5.2 Resources in the school other than the SIAS process  
In light of the difficulties that the SIAS process presented, this school had the opportunity to 
make use of a variety of resources which included external professionals (the educational 
psychologist, the counsellor, the OT and the audiologist), funding from parents and their tree 
house – therapy room. Participant 2 explained that “the counsellor, the OT and the audiologist 
are all paid by the school. They are all part-time and come roughly once or twice a week, 
depending on how many clients they have”. Parents who could afford to pay the external 
professionals did; however, those that could not were always supported by the school to the  
best of their financial ability.  
To accommodate external professionals, the tree house was built on their school premises to 
make accommodating and supporting the learner with an NDLN more convenient. The tree 
house, is a physical wooden life size tree house that was built as a place of support and comfort. 
In this tree house, one can find resources that facilitate the screening and supporting process 
with SENs. These include tables and chairs, books, crayons, toys and other age-appropriate 
resources. This tree house is used by all the external professionals or any educator who is 
required to have a one on one with a learner. This tree house has created a comfortable and 
inviting environment for learners to come to when support is being provided to them. 
Participant 2 explained that “so for using the treehouse, coming in here, using our WIFI, our 
electricity, our everything and it’s, much more convenient for them to go and fetch the child 
from the classroom and do it here”.  
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Significantly, this mainstream primary school is lucky enough to have access to internal and 
external resources, outside of the SIAS. However, other schools in the district may not be that 
fortunate. Participant 2 brought this to the fore when she said that “the GDE is getting SIAS 
forms for..uhm..identification, from our township schools, I feel it’s right that they should go 
out and help them because they don't have what we have”.  
4.5.3 Placement of learners following the SIAS process 
The DBE’s (2014) Policy on SIAS is focused on supporting teachers in identifying the type of 
support needed within the mainstream classroom, to ensure effective engagement. The SIAS 
policy further acts as a guide that outlines the roles and responsibilities of educational 
stakeholders who are involved in the provision of support services and programmes. These 
support strategies include specialised teachers; SBSTs; DBST; specialised equipment and 
assistive devices, comprehensive guidance and training as well as curriculum differentiation.  
Based on the data derived from the interviews with the participants, to say the least, SIAS has 
not been utilised in its totality in this mainstream primary school. It was made clear by the two 
participants interviewed, that the SIAS is not used for identification, or even the provision of 
support, but rather, for the use of placement when necessary.  Participant 1 explained that SIAS 
is used for placement “partly because we have the means to do it and secondly because we 
don't get the feedback . . .so,as I said, then it's just a waste of time. We have used SIAS for 
placement and for placement. It’s effective because we have a good relationship with our 
DBST. The person comes to visit us and when we go to the DBST for placement, she's got a 
very open-door policy. We go there, within 10 days our paperwork is done”, explained 
participant 1.  
4.6 THEME 3 SBST EXPERIENCE WITH THE DBST 
Inclusive education can be implemented when it supports and accommodates learners with 
SENs. Inclusion can therefore not only involve educators and learners within the educational 
classroom, but must also involve the whole systemic educational structure. The DBST is a 
“management structure at district level that carries the responsibility to coordinate and promote 
inclusive education through training; curriculum delivery; the distribution of resources; 
infrastructure development; and the identification and assessment of and addressing barriers to 
learning” (DBE, 2014, p. 37). According to SIAS (DBE, 2014), the DBST plays a central role 
in successfully implementing inclusion in a supportive educational environment. It has been 
made clear throughout the interview process, that the SBSTs’ experience with the DBST is 
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based on receiving an LSEN number, in order to be placed at a specialised school that meets 
the needs of a learner whose needs are not being met at this school.   
4.6.1 Members’ roles in the DBST  
The role of the DBST is to provide professionals for all the districts. However, in each district, 
there are many schools, and not enough professionals to cover this wide spread of students. 
“You can imagine one social worker in a circuit of which there are two suburban schools in 
that circuit and the rest are township schools”, participant 1 stated. The interviewees were 
aware that although a social worker had been allocated to their district, they would be the last 
school to receive the service, as their school has more resources then most of the other schools 
in their district. “But it’s good to know at least they doing something, even though it will never 
reach us, it’s going to reach the other schools, in need,’’ participant 2 expressed.   
4.6.2 SBST engagement with the DBST 
The interviewers explained that they had built up their relationship with the DBST. According 
to participant 2 “We do not inundate the district with SIAS documents”. Despite this, the school 
would be prepared with all the necessary forms such as form DBE 123A, and all the 
assessments implemented by the professionals are included in the pack given to the DBST. 
This made the process quicker and more efficient. Participant 2 explained “The district person 
just needs to sign it off and issue the number because they need an LSEN number for 
placement”.  
Through the data, one can determine that the SBSTs relationship and experience with DBST is 
effective only to a limited extent.  As explained by participant 2, “I have been at the school for 
32 years, and I've never met the GDE's audiologist or the GDE's OT or the GDE's 
psychologist’’.  However, in the days before the interview, the principal of the school went to 
a meeting with the DBST, and they have now been allocated a social worker to their district 
circuit. Thus, it could also be said that the support provided by the DBST was not necessarily 
consistent.  
4.7 THEME 4 ADVANTAGES AND DIFFICULTIES EXPERIENCED BY THE SBST 
REGARDING THEIR OWN IDENTIFICATION AND SUPPORT PROCESSES 
According to both participants, the identification and support that is provided to learners with 
NDLNs is “very effective”. This effectiveness depends on the readily available professionals 
that they have access to. Participant 2 confirmed this: “[such learners] do benefit from the OT 
or even just the help in class’’. Moreover, this mainstream primary school has access to trained 
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educational professionals who  have experience and background in remedial training, two of 
whom were participants in this study. With this knowledge, learners with SENs, such as 
NDLNs, can be more effectively accommodated. Participant 1 confirmed  that: “we have a lot 
of teachers who come with specific problems and, because of our remedial training background 
and the experience with what we work with all the time, we give a lot of ideas’’.  
Based on the data, it can be seen that while their identification and support processes have 
advantages, so too are they faced with challenges. One of the challenges that the SBST 
experiences when identifying and supporting learners with SENs, is the lack of knowledge of 
the parents of the learners regarding the process. The interviewers went on to explain that 
psycho-education for the parents is a very important step in allowing them to move forward in 
supporting the learner. Participant 2 stated that “parents are very ignorant and as soon as you 
can break through with them, break the barrier that they mustn't take this process personally”. 
As a result, the participants needed to implement support groups for parents and even learners 
to attend. Participant 2 stated that “the ADHD support group is important because it allows 
them to see it's not just the one parent that we are targeting, but there lots of other parents in 
the same boat”.  
Another difficulty that the SBST encountered was financial difficulty in supporting learners 
who cannot afford the private, external professionals required to assist them. When asked about 
the challenges that the SBST faces in the implementation of identifying and supporting learners 
with NDLNS, both participants stated, “money”. As a result, the SBST takes matters into their 
own hands by providing and funding the required support that is needed and which is available.  
4.8 CONCLUSION 
The aim of the study was to determine the screening and support processes that are being used 
for learners with NDLNs, based on the experiences of the SBST, in a participating mainstream, 
primary school. In this chapter, the researcher presented the data that emerged from the focus 
group interview with SBST members. Through the presentation of the data collected, it is 
evident that the members of this SBST that participated in the research found that the screening 
and support processes that are used for learners with NDLNs in their mainstream school are 
effective. However, due to only partial support provided by the DBST and the lack of 
information and knowledge exhibited by parents of learners attending their school, a greater 
desire for psychoeducation for parents and teachers and greater involvement is required.  
Lastly, the data showed the way in which the existing SIAS policy is not efficient to use in its 
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totality at this mainstream primary school, but rather solely for placement of learners in special 
schools.  
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CHAPTER FIVE: DISCUSSION AND INTERPRETATION OF THE 
DATA 
5.1 INTRODUCTION 
This research aimed to discover the ways in which learners with NDLNs are being screened 
and supported in a mainstream primary school, from the perspective of the members of the 
SBSTs. The prevailing themes that arose from the results of this study are analysed and 
discussed in this chapter in relation to the literature reviewed. The themes that emerged were 
related to the main research question and sub-questions that informed this study. In addition, 
commonalities and contradictions that confirmed or contradicted the literature reviewed in 
chapter 2 were discussed.   
In order to discuss the results that were presented in chapter four, an analysis of the data was 
provided in relation to each main question and the sub-questions that guided this study.  
 5.2 SCREENING AND SUPPORT PROCESSES USED FOR LEARNERS WITH 
NDLDs IN A PRIMARY SCHOOL 
The main research question sought to explore the procedures that were being followed in a 
mainstream primary school in screening for and supporting learners with neurodevelopmental 
learning needs. Based on the results, it was found that the mainstream primary school did not 
necessarily follow the SIAS process for screening and supporting learners with SENs, more 
specifically NDLNs. Instead, it was found that the SBST works collaboratively with the 
teachers, other external professionals and parents to ensure that essential support is provided 
to learner with SENs, outside of the SIAS process.  
The United Nations Convention on the Rights of the Child (1989) states that every child has a 
right to an inclusive education irrespective of their SEN and it was therefore the duty of the 
government to make sure that every school made education available to each and every learner 
(United Nations General Assembly, 1989). In an attempt to provide inclusive education, the 
participating mainstream primary school created and implemented their own screening 
procedures and support for learners with NDLNs. E.g. internal funding of professionals such 
as a speech therapist, occupational therapist and/or educational psychologist. 
According to the participants, screening and support does not start with the SBST, but rather 
with the teachers in class who work with the child and who then join up with the SBST. The 
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results made it clear that the teachers first look at the learner’s background, have meetings with 
the parents and then bring their profile forward to the SBST. The value of external 
professionals, such as teachers and the SBST, working with the child with SEN, in order to 
facilitate their development, is reinforced in Vygotsky’s (1989) concept of the ZPD in his 
sociocultural theory.  
Moreover, it was found that once the teacher has collaborated with the SBST, in terms of 
identifying the learner with an NDLN, external assessments by an educational psychologist 
would be conducted. The importance of assessments in the process of screening and supporting 
learners with NDLNs is further highlighted in Vygotsky’s sociocultural theory. His theory 
states that in order for learning to be effective, through the concept of scaffolding; assessments 
are completed so that the necessary amount and type of intervention programme can be 
identified in order to ensure effective learning for a child with SENs (Vygotsky, 1978). 
Furthermore, in relation to the procedures that this mainstream primary school utilises in 
screening and supporting learners with NDLNs, the importance of collaboration became 
evident. Collaboration at this school involved working with the teachers at the school, external 
professionals, the members of the SBST, members of the DBST  and the parents. At this school, 
collaboration involves communication, and shared access to available resources. This 
mainstream primary school illustrates this notion in its development of the ‘tree house’ (refer 
to section 4.5.2), where a safe and supportive environment has been provides for learners and 
external professionals who are involved in screening and supporting learners. Given that this 
school utilises their own procedures, their collaboration with external professionals has proven 
to be essential.  
The importance of collaboration  in screening and supporting learners is confirmed in numerous 
studies. In accordance with Makhalemele and Nel (2014), teachers have to collaborate with 
relevant stakeholders to implement and embrace inclusive education. The significance of 
collaboration is further emphasised by Makhalemele and Nel (2014) who claim that inter-
relationships between role players and relevant systems creates holistic support, rather than an 
individual intervention approach. This point was reinforced by Nel et al’s. (2013) study where 
trans-disciplinary collaboration was regarded as central. Furthermore, Nel et al., (2013) also 
associate collaboration with a multi-disciplinary team which includes professionals such as 
psychologists, teachers, parents and the learner’s surrounding community. as well as role 
players within the school district. Swart and Pettipher (2016) reinforce the importance of 
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collaboration between parents, external institutions, SBSTs, DBSTs and the broader 
community (Swart & Pettipher, 2016). 
5.3  PERCEPTIONS OF THE SCHOOL-BASED SUPPORT TEAM 
REGARDINGTHE IDENTIFICATION AND SUPPORT OFFERED 
The first sub-question sought to explore how effective the existing procedures are to screen 
and support learners with NDLNs from the perspective of two members of the SBST. The 
participants both perceived that their own learning support  for learners with NDLNs, in their 
mainstream primary school, is highly effective owing to the expertise of the external 
professionals that they have access to, the experience they have with remedial training and the 
knowledge and ideas that are passed on to teachers  regarding  the best support for the learner 
with an NDLN. In this way, support does not only refer to processes being offered to learners 
with NDLNs. It also involves support provided to teachers by the SBST, and support provided 
to the SBST by the DBST, through the use of existing policies.  
This result is in accordance with Engelbrecht & Green’s (2007) study, which found that a 
learner is only successfully accommodated if all areas of support are provided. These domains 
include support that is provided by the teacher for the learner with SENs as well as the support 
that is provided to the teacher and beyond the classroom (Engelbrecht & Green, 2007). 
Furthermore, as previously stated in the above literature, this is reinforced by the DoE (2009a), 
which highlights that an inclusive environment and learner supportmove beyond the classroom 
environment. It should include support provided to external stakeholders such as the family of 
the learner with SENs, the SBST, the DBST and other professionals within the learner’s 
community.  
The DoE (2009) views learning support as a means of guidance,and support for learners with 
SENs to ensure that they are able to achieve their full academic potential, by addressing their 
SENs. The participants explained that their learning support involves counselling, an OT, an 
audiologist and an educational psychologist. It also includes an adaptation of curriculum and 
targeted intervention through the development of an LSEN class, as well as observation in class 
by members of the SBST and external professionals. This importance of this type of learning 
support is reinforced by Landsberg (2005) who states that effective provision of learning 
support involves all educational role players to work together, adapt the curriculum and 
develop specialised intervention and counselling.  
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According to the literature reviewed, the DBST is a key player in providing learning support. 
The DBST provides support through the process of SIAS (DoE, 2014). Moreover, as 
highlighted in Makhalemele et al’s (2018) study, the central role of this team is to provide 
assistance to educational institutions either in the form of childhood or adult learning centres, 
or in the form of colleges and higher institutions of learning (DoE, 2014The role of the DBST 
is to further provide professionals to all the districts. 
However, based on the results, it has been made clear that the support provided by their DBST, 
the school’s relationship with the DBST and their experience with the DBST is only partially 
effective. For this specific SBST, their engagement with the DBST has just been based on 
receiving an LSEN number, in order to place learners with NDLNs whose needs are not being 
met at this school, into special schools.  Moreover, the results showed that there are not enough 
professionals to cover the student population. The participating mainstream primary school has 
more resources then most of the other schools in their district.  
Therefore, although the school has been successful in creating a collaborative environment by 
using their own financial resources, they have had to work outside of the SIAS process. This 
reality can affect learners with NDLNs, in that not every child can be helped due to financial 
restrictions. So, although the procedures they  have in place have proven to be effective in 
helping to identify and support learners with NDLNs, the partial implementation of the SIAS 
process limits these procedures, forcing these educators to rely on adopting other mean for an 
effective team approach. Oreshkina (2009), Najjingo (2009), and Berhanu (2006) have 
captured this reality, by highlighting the fact that due to the failure to successfully implement 
existing acts, policies that are used to guarantee special needs services to learners with SENs 
are partially implemented, delayed or hindered in such situations.  
5.4 CHALLENGES FACED BY  SBST TO  IMPLEMENT SIAS PROCESS  
The second research sub-question sought to explore the challenges experienced by the SBST 
with regard to the screening and support used for learners with NDLNs. Based on the results 
of this study, three predominant challenges became clear. The most prevailing challenge that 
the SBST is faced with is financial limitation, as the school has been required to work outside 
of government-funded processes. The SBST’s financial challenge is thus two-fold. They are 
not only faced with the responsibility to pay for the respective services needed from their own 
finances, but they tend to encounter parents’ inability to pay for any necessary professional 
services as parents can’t afford these services. This means that the school has to rely on 
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donations provided by stakeholders, which in itself is unpredictable.  So, although this 
mainstream primary school has been fortunate in having the necessary internal resources to 
identify and support learners with NDLNs, they still experience a lack of funding to provide 
resources to assist every child.  
The concept of financial challenge is confirmed by Ferguson’s (2014) study, which highlights 
that, in recent years, regardless of increased inclusive educational practices for learners with 
SENs, and  positive improvements in policy on inclusive education, the reality is that 
mainstream schools have seen drastic cuts to financial support for special needs educators and 
special needs resources. Moreover, according to Murungi (2015), this can be particularly 
problematic when financial restraints lead to a reduction in resources in the face of larger class 
sizes or in the number of learners with various NDLNs. This can ultimately affect the ability 
of the teacher and SBST to provide efficient support.  
Furthermore, a second challenge experienced by the SBST is the lack of information that the 
parents of the learner with SENs have about this process. The results of this study revealed that 
psycho-education for parents allows them to move forward in supporting their children. When 
they have information about their child’s needs, it has a profound impact on their child’s 
education. Parents can contribute unique experience and knowledge when it comes to the 
mutual view of their child’s needs and the best way to support them. Thus, it becomes essential 
that all professionals within the SBST and members of staff in the school seek to actively work 
with parents and value the contribution they make when it comes to their child with SENs. It 
is an ongoing challenge to psycho-educate parents in user-friendly procedures regarding their 
children’s support needs. Stereotypical views and beliefs held by parents add to the challenge 
of psycho-education. 
This challenge has been addressed in the previous studies of Egan (2014) and Afolabi (2014), 
where it was found that parents tend to lack knowledge, or hold stigmatised views of SENs and 
what this means for their child. Ultimately, these factors affect the parents’ views and actions 
when it comes to collaborating with the mainstream primary school in which their child is 
placed (NSCE, 2013). In this way, parents might fail to successfully address the needs of their 
child, by not being willing to accept this reality, through lack of knowledge and awareness, and 
through lack of involvement (Egan, 2014).  
Therefore, while psycho-education for the parents needs to occur, all members of staff need to 
take into consideration the pressures that parents are under due to their child’s SEN. In this 
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way, the school needs to continuously review and adapt their policies to ensure that an active 
partnership with parents is encouraged in a way that limits barriers to participation. This is 
reinforced in the school’s utilisation of support groups (such as ADHD) as well as workshops.  
The last major challenge that the SBST faces, is that the already existing SIAS policy that has 
been developed to allow for effective screening, identification, assessment and support for 
learners with NDLNs has been difficult to use in its totality. The findings show that the 
government procedures required for an inclusive educational environment, specifically the 
SIAS process, , are tedious, difficult to follow, and not implemented efficiently in training 
educators in the process. This research has proven that following the SIAS has resulted in 
learners being on waiting lists. Support is therefore withheld from the learner until the DBST 
has provided a professional to support the learner’s special educational needs. This has resulted 
in the school only using the SIAS when there is a need to refer the learner to a specialised 
school. This notion  confirms that although South Africa has aimed to embrace theoretical 
inclusive practices, implementation has fallen short.  
As previously mentioned, the DBE (2014)states that the purpose of SIAS is to provide a 
framework in which there is a standardised way to screen, assess and support learners who 
require extra assistance, to ensure their effective engagement and integration in a mainstream 
school. Thus, SIAS aims to employ processes that improve access to quality education for 
learners that experience SENs (DoE, 2014). The results of this study shows that implementation  
of SIAS has fallen short. Teachers are not always properly trained and learners with SENs are 
dependent on a long and tedious process. Therefore, as highlighted by Fulcher (1989), the 
implementation of existing policies and procedures might make sense in theory, but does not 
practically follow its creation (NSCE, 2010). The NSCE (2010) further reinforces these results 
by suggesting that every country experiences difficulty with implementation and managing a 
fully embraced inclusive environment which caters for the diversity of needs.  
Furthermore, the results show that despite its main purpose to identify and support learners 
with SEN, SIAS is rather being used as a final step, which is the placement of a learner in a 
special needs school. In order to do this, the learner with SEN is required to go through the 
process of acquiring a Learner with Special Educational Needs (LSEN) number as well as a 
variety of assessments. The finding of the study is reinforced in international research studies. 
For example, Nilsen (2011) found that policies on SENs, in Norway, were highly ambiguous 
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when it came to the allocation of policies, misuse of policies, locus of authority, strategies for 
action as well as conflicting practice with the intentions of the government.  
Moreover, it was revealed in Nordahl and Hausstätter’s (2009) study that national policies on 
SENs are inadequately understood, implemented and practised. In light of this challenge, it 
is imperative to acknowledge that other schools within the broader district might not have 
any other choice but to implement the SIAS process due to a lack of internal or additional 
resources. This may result in the SIAS process is not being used for its main purpose in other 
mainstream primary schools that do not have enough internal resources/finances.  
5.5 THE SUPPORT OUTCOMES OF THE PROCESSES USED FOR IDENTIFYING 
AND SUPPORTING LEARNERS WITH NEURODEVELOPMENTAL NEEDS  
The third sub-question sought to explore the developments that arose from the school’s process 
of screening and supporting learners with NDLNs. In order to accommodate learners with 
NDLNs in the mainstream primary school, inclusion and inclusive practices have been adopted 
into the school in a way that accommodates inclusive education and inclusive classrooms. 
These forms of inclusive school-based intervention programmes are discussed by Mapunda et 
al., (2017). They identify ordinary classes and inclusive classes as possible inclusionary 
practices to benefit learners with NDLNs in mainstream primary schools. While inclusion in 
ordinary classes involves children of different ability levels to be taught by teachers with no 
special qualifications, inclusive classes involve learners with SENs studying alongside their 
classmates in a mainstream classroom, but with the guidance and support of a special needs 
educator (Mapunda et al, 2017).  
Historically, children who had learning difficulties were excluded from mainstream school 
education due to their inabilities (Minou, 2011). However, towards the end of the 20th century, 
research was published on inclusion as an appropriate framework to restructure education 
(Thomas et al., 1998). In accordance with UNESCO (2014), inclusion involves 
accommodating each and every child by adopting effective strategies in mainstream primary 
schools. Thus, every learner has a right to attend a mainstream school where they can receive 
assistance and support through resource educators and learning support (CIB, 2012).  
An outcome of screening and supporting learners with NDLNs was the development of one 
LSEN classroom, where children have to go through IQ testing to determine the severity of the 
intellectual or neurodevelopmental learning need before being able to go there. This LSEN 
class was taught by a remedial teacher instead of a general educator, so it could not be called 
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an ordinary class. The SBST is not responsible for getting a child into the LSEN classroom. 
Rather, the child has to meet the requirements for mild intellectual disability or 
neurodevelopmental learning needs in order to be placed in this classroom. It was found that 
in order to ensure inclusion amongst students of the school, the classroom accommodated their 
own learners before taking on external referrals. A consequence of this identification and 
support is that not every child is assisted, as mentioned.  
The need to develop a resource such as the LSEN class at this primary school is confirmed by 
other studies, which show that children with SENs need to be afforded the necessary resources 
to ensure their effective learning. For example, in a study conducted by Gebhardt, Krammer, 
Schwab, Rossmann, & Gasteiger Klicpera (2013) in Austria, children with SENs who attended 
mainstream schools, used rooms with special needs resources and educators while 
simultaneously being included in the general classroom for engaging with other subject areas. 
In the South African context, the pull-out system of support is of particular importance to 
mitigate the segregation of learners with SENs from other learners. The pull-out system of 
support is founded on the provision of individual interventions to learners with SENs outside 
of the classroom (Brandel & Loeb, 2011). The type of intervention that is provided depends on 
the severity and nature of the educational need (Wium & Louw, 2015). For example, learners 
with ADHD may require individualised support provided by professionals such as an OT.  
5.6 CONCLUSION 
Several matters arose from the findings of this research study. Findings  were interpreted in 
relation to the literature reviewed in chapter two.  Correlations exist between inclusive 
education and the importance of collaboration in screening and supporting learners with SENs. 
Furthermore, literature that highlighted the importance of curriculum adaptation and inclusive 
intervention strategies for screening and supporting learners with NDLNs corresponded with 
the results of this study. Another correspondence between the literature and results was found 
in the challenges that the SBST faces in implementing existing policies and strategies. 
However, although the literature highlighted the important role that the DBST plays in the 
provision of learner support,  the results showed how support provided by the DBST is too 
slow for effective inclusion. Discrepancies were identified in terms of the purpose of the SIAS 
policy and how it is being implemented.  
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CHAPTER SIX: SUMMARY AND CONCLUSIONS 
6.1 INTRODUCTION 
In this chapter, the practical and theoretical implications of this study are discussed. The 
limitations of the study and direction for future research are explored. Recommendations based 
on these implications are followed by a summary and conclusion of this research. The chapter 
discussed how the research was conducted and the limitations that arose from this, as well as 
ways in which this study could be improved, and where it may contribute both theoretically 
and practically.  
6.2 PRACTICAL AND THEORETICAL CONTRIBUTIONS OF THE STUDY  
Based on the literature that has been reviewed, together with the data analysis and findings, it 
became clear that inclusive education within South Africa offers a structure for addressing 
learners with SENs. Within this structure, SBSTs play a crucial  role. However, it was evident 
that participating members of this SBST are restricted in terms of how much internal support 
and resources they could finance and provide to the learners with SENs in this mainstream 
primary school, outside of the SIAS process. Therefore, it is imperative that DBST members 
and/or the Department of Education explore ways in which SBST members and teachers could 
be supported more efficiently. If this was addressed, the SBST might be able to function more 
optimally. With this increased support, educators would have access to greater resources and 
more efficient strategies to carry out their predominant role of supporting learners.  
This study could have practical implications for educational psychologists, teachers, and 
members of SBSTs and DBSTs that wish to encompass and strengthen inclusive education 
practice. In relation to this study, exposing the strengths and weaknesses of the SIAS process, 
could inform the way in which its policy is carried out, amended and implemented in this 
particular school. This research also has the potential to inform and educate parents of children 
with SENs in this mainstream primary school, about the importance of inclusion in a changing 
society like South Africa. It could further inform them about the necessary services provided 
to effectively assist their children who have SENs. It could highlight the significance of 
collaboration and parent psycho-education for this school  
Theoretically, this research can begin to contribute to the gap in literature on the experiences 
of SBSTs with the SIAS process and other support processes that are utilised to identify and 
support learners with NDLNs in mainstream primary school. It does so by highlighting the 
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discrepancy between its purpose and implementation. Furthermore, this study embraces the 
underlying theoretical framework by  relating Vygotsky’s sociocultural theory  to the 
influences and systems that impact a child’s intellectual development.  
6.3 LIMITATIONS AND DIRECTION FOR FUTURE RESEARCH  
The limited scope and context of this study is the first limitation of this study, as only one 
school was sampled. It would have been more efficient to determine if the experiences of SBST 
in this study are similar to those in other similar schools in Gauteng and other provinces within 
the country. This would allow this research study to be more applicable to a greater population 
of SBSTs in mainstream primary schools around South Africa. Thus, for future research, a 
greater number of mainstream primary schools and support structures in these schools should 
be incorporated into research on this topic. Moreover, researchers could further consider the 
type of support that is provided by SBSTs in inclusive and special schools to allow for 
comparisons to be made and to inform future possible areas of research such as resource 
centres.  
The sample size  of this study is another limitation. The sample size was small, which makes 
it difficult for the findings to be applicable to other schools in the district and the province, as 
well as populations of educators working as part of a SBST in South African mainstream 
schools. Due to the schedules of the members of the SBST at this mainstream primary school, 
only two members informed this study.  
Despite that, the mini-focus group interview did provide in-depth, thick and rich information. 
Therefore, it is recommended that future research on this topic is informed by a sample size is 
that is large enough to gain a comprehensive view the research topic, but small enough to 
reduce the possibility of biases. Moreover, future studies should look at the experiences of 
SBSTs and other support structures from various parts of South Africa to consider various 
experiences that may vary according to culture, socioeconomic status  and other factors.  
Focusing solely on the experiences of the SBST  regarding the screening and support processes 
that are used for learners with NDLNs, is limited in scope. However, as previous literature 
suggests, there are numerous stakeholders that play a key role in accommodating learners with 
SENs. In order to overcome this limitation, the perspectives of DBSTs, parents and/or 
caregivers should be considered in future research. In doing so, a greater knowledge of the 
provision of support can be better understood and therefore, adopted and implemented more 
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effectively. This could also help determine the difficulties that DBSTS, parents and/or 
caregivers may experience in forming collaborative relationships with SBSTs. 
Due to a lack a time, a limitation could be that this research did not make use of another source 
of data collection such as examining documentation or observations in the classrooms. This 
has resulted in more restricted data collection, thus limiting additional information that might 
benefit this research. More sources of data would have enabled triangulation  to take place.  
6.4 RECOMMENDATIONS 
The results that derived from the focus group interview with the participating members of the 
SBST showed that the development of a collaborative relationship with parents was difficult 
due to lack of knowledge. It was also evident that the DBST’s involvement in the school’s 
functioning was  limited.  SBSTs require greater and more effective support from the DBST to 
allow for the SIAS process to be effectively used and implemented. Finally, the results 
highlighted the fact that the participating SBST required the assistance of specialised and 
support staff provided by the DBST, to avoid the challenge of internally funding their own 
resources. This would allow for all learners with NDLNs to be accommodated  
Therefore, the following recommendations are made:  
i. SBSTs could potentially enhance community and parent involvement programmes in 
this mainstream primary school. Community members and parents could attend the 
school  with additional learning programmes, such as extra reading, writing etc. 
 
ii. A needs analysis could be conducted with community members and parents of children 
with NDLNs in this school, to gain an understanding of where they could assist the 
school. This would also allow them to provide input into how the relationship between 
them and this SBST could be fostered.  
 
iii. This SBST could further request more frequent meetings with their DBST with regard 
to greater and quicker resource allocation. This could help to support a greater number 
of learners in their school with SENs, without having to use their own financial means. 
This SBST could enhance frequent meetings with internal professionals in their 
mainstream school, so as to ensure greater feedback and the development of 
management strategies.  
 SCREENING AND SUPPORT OF LEARNERS WITH NDLNs  
59 
 
6.5 SUMMARY AND CONCLUSION 
This research explored the screening and support processes used for learners with NDLNs in a 
participating mainstream primary school. Particular focus was given to the SBST’s experiences 
of screening and supporting learners with NDLNs in this school,within the context of inclusion 
and inclusive education for learners with SENs.  The study further aimed to investigate the use 
of SIAS by the SBST, as a means of screening; identifying, assessing, and supporting learners 
with NDLNs in that mainstream primary school. It explored the challenges the participants 
experience with implementation and use of SIAS. Through this exploration, the role of 
respective  stakeholdersbecame clear. These included teachers, parents, community members, 
the SBST, DBST members and the GDE.  
 
In accordance with the EWP6, the SBST  is responsible for providing learning support through 
screening and supporting learners, and to promote  effective teaching within the school context 
(DoE, 2001). This responsibility needs to be accompanied by the development of a 
collaborative relationship between the teachers, parents, SBSTs and DBDT as a means of 
providing effective learner support. Through this collaboration, SBST members would be able 
to share their expertise and knowledge with other staff members  and ensure that learners are 
being supported holistically and inclusively.  
To gain a greater understanding of the role of inclusion and inclusive education in addressing 
learners with SENs in mainstream schools, national and international literature was reviewed. 
This literature took the form of legislation on inclusion, policies, statements, and reports that 
exist to address children’s rights as they pertain to the education of learners with SENs in a 
mainstream school setting. Vygotsky’s SCT was used as the theoretical framework that 
informed this study. 
Regarding documentation, there was correspondence between the literature and findings of this 
study on matters of inclusion, curriculum adaptation and inclusive intervention strategies; the 
role that all stakeholders play in learner support provision; and significance of collaboration 
amongst these stakeholders. There was further collaboration pertaining to the challenges of 
implementing existing policies and processes, as a means of achieving inclusion, in South 
Africa. However,  the literature review revealed the gap between policy and implementation. 
There were inconsistencies between the purpose of the SIAS process and the reality of its 
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implementation or lack thereof, together with the projected role of the DBST and the support 
that is being provided.  
Findings showed that the screening and support processes that are used for learners with 
NDLNs were relatively effective, but also limited. Based on the experiences of the SBST, the 
form of internal support that is provided to learners with NDLNs in their mainstream primary 
school is effective due to access to professionals (OT, audiologist, educational psychologist) 
as well as inclusive intervention strategies such as the development of an LSEN class. The 
collaboration between the SBST and teachers and external had a significant impact on this 
process. The DBST also plays a partial role in the provision of support to this SBST. The SBST 
engages with their DBST when it comes to the placement of a child in a special school, but 
only receive resource support very rarely.  
 
  Like many schools, this mainstream primary school is challenged by financial restrictions as 
well as parental lack of knowledge. The findings indicated that SIAS is a long and tedious 
process, and that utilising their own resources to screen and support learners with NDLDs was 
more effective for them. The participants make use of internal funding to help accommodate 
as many learners as they can. However, due to financial restrictions, they are unable to 
accommodate all children with SENs at their school. In light of this, the purpose of SIAS is not 
fully implemented in this mainstream school. SIAS is being used for placement rather than 
inclusive support. Lack of knowledge of parents sometimes leads to ineffective collaboration 
with parents. Thus, DBST support and the psychoeducation of parents is required.  
 
In conclusion, the SBST of this mainstream primary school has moved towards embracing 
inclusive intervention strategies to accommodate learners with NDLNs, but have done so by  
using their own resources instead of the official SIAS process. Exploring the experiences of 
this SBST has provided useful insight into the way in which learners with NDLNs are being 
screened and supported in their mainstream primary school environment. Collaboration 
between the SBST and respective stakeholders has played a significant role in achieving this 
degree of learning support provision. Yet, there are still challenges that need to be addressed 
to ensure that all learners with SENs are being effectively screened and supported. 
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Ethical clearance for this study is granted subject to the following conditions: 
 If there are major revisions to the research proposal based on recommendations 
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must be submitted. 
 If the research question changes significantly so as to alter the nature of the study, it 
remains the duty of the student to submit a new application.  
 It remains the student’s responsibility to ensure that all ethical forms and documents 
related to the research are kept in a safe and secure facility and are available on 
demand. 
 Please quote the reference number above in all future communications and 
documents.  
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The Faculty of Education Research Ethics Committee has decided to           
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Dr David Robinson 
 Chair: FACULTY OF EDUCATION RESEARCH ETHICS COMMITTEE 
3 June 2020 
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APPENDIX C: INTERVIEW SCHEDULE 
(Establish Rapport) My name is ______________ and I am a master’s student who is interested 
in interviewing members from the school-based support team in order to inform my study. 
(Purpose) I would like to ask you some questions about your experience and perception 
regarding how the SBST identify and support learners with neurodevelopmental learning needs 
in this mainstream school. This information will further inform the study in light of the SIAS 
process. 
(Motivation) I hope to use this information in order to inform my study in light of identifying 
and supporting learners with neurodevelopmental learning needs in a mainstream environment, 
from the perspective of two members in the SBST. This information sheds lights on the 
strengths and weaknesses of the SIAS process. 
(Time Line) The interview should take about 30 - 45 minutes. 
 Interview participants: 
Two participants  
Both are full time members of the SBST  
Partake in one interview, as questions remain the same for both participants  
Date of interview confirmed: 18/07/2019 13:00-13:45 
The following research questions will guide this study:  
What are the experiences of the school-based support team regarding the procedures followed 
by a mainstream school in identifying and supporting learners with neurodevelopmental 
learning needs?  
The following sub-questions will also guide this study: 
What are the procedures followed by a mainstream school in identifying and supporting 
learners with neurodevelopmental learning needs?  
How effective does the school-based support team perceive the identification and support that 
is offered? 
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What challenges does the school-based support team experience with the implementation 
process of identifying and supporting learners with neurodevelopmental disorders? 
What are the outcomes of the SBST for identifying and supporting learners with 
neurodevelopmental disorders?  
Questions for the Interview: 
1. What is the procedures followed by the school-based support team in identifying learners 
presenting with neurodevelopmental learning needs?  
2. Who is a part of the school-based support team and what role does each participant of the 
SBST play in identifying learners presenting with neurodevelopmental learning needs? 
3. What resources are used (methods, procedures, professionals) needed for the process of 
identifying learners presenting with neurodevelopmental learning needs? 
- Who funds these external resources?  
- The school, government and or parents of these learners? 
4. How is support identified as the need/method to support the learner with the identified 
neurodevelopmental learning need?  
5. Is the SIAS Process used as a means of identification and support for learners presenting 
with neurodevelopmental learning needs? 
6. If the school does not use the SIAS process, what reason is the school not using this means 
of identifying and supporting learners presenting with neurodevelopmental learning needs? 
7. If the school has used the SIAS Process, what is the experience of the SBST, regarding this 
process as a means of identifying and supporting learners presenting with neurodevelopmental 
learning needs?  
8. How effective does the school-based support team perceive the identification and support 
that is offered to these specific learners? 
9. What challenges does the school-based support team experience with the implementation 
process of identifying and supporting learners presenting with neurodevelopmental disorders? 
10. What are the outcomes of the SBST for identifying and supporting learners presenting with 
neurodevelopmental disorders?  
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11. What role does the school play in the support of the learner presenting with 
neurodevelopmental learning needs? 
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APPENDIX D: PARTICIPANT INFORMATION AND CONSENT  
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APPENDIX F: PROOF OF EDITING  
